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Abstract 
 
The dawn of democracy in South Africa necessitated some changes in many spheres 
of government including education. There was a dire need for educational 
transformation from the apartheid education system, which favoured white South 
Africans, to an inclusive education system. This transformation was crucial to 
address and/or redress the neglect and/or exclusion of certain learning areas and 
methods in the school curriculum, especially in South African rural schools. 
Furthermore, it was needed in order to provide a uniform education system for all 
South Africans under one Department of Education. The first South African 
curriculum restructuring innovation resulted in Curriculum 2000 which was later 
renamed Curriculum 2005 (C2005). The review of C2005, in an attempt to assess 
progress in its implementation, revealed enormous challenges. Thus, in an attempt 
to strengthen C2005 the Revised National Curriculum Statement (RNCS): grades R-9 
and the National Curriculum Statement (NCS): grades 10-12 were introduced. These 
two curricula were followed by the National Curriculum Statement (NCS): grades R-
12. There is, however, overwhelming evidence that C2005 and the curricula that 
followed thereafter faced huge problems in their implementation. The purpose of 
this study, therefore, was to examine the complementarity between curriculum 
design and development processes, and curriculum implementation in the South 
African education arena. This study was located within the pragmatic paradigm and 
used mixed methods research design. In this study complementarity of curriculum 
design and development and curriculum implementation refers to the ability of 
curriculum design and development processes to have comprehensive provisions for 
curriculum implementation. The investigation of this complementarity was conducted 
through the exploration of the main research question: What complementarity 
existed between the process of curriculum design and development, and curriculum 
implementation in South Africa? Other subsidiary questions were also derived from 
the above main research question.
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Thirty schools from the population of schools in the Libode Mega-District were 
randomly sampled from which sixty participants in the study had been selected. All 
data in the study were obtained from these participants. Questionnaires and in-
depth interviews were the instruments used to collect data. In-depth interviews were 
conducted with fifteen participants after the researcher had collected all 
questionnaires. Data collected through the use of questionnaires were analysed 
using descriptive statistics obtained through the use of the Statistical Package for 
Social Science (SPSS). Data collected through interviews were first coded to form 
units according to similarities and/or differences among units. Units were thereafter 
grouped into clusters to form domains in order to discover relationships between 
these domains. Challenges that faced curricula implementation, as per the findings 
of this study, included: inadequate teacher training, ineffective methods used in 
curricula dissemination, lack of infrastructure, lack of adequate support from other 
stakeholders, lack of teacher involvement in curricula design processes, and lack of 
teaching and learning material. The present study concluded that there was no 
complementarity in the curriculum design and development processes and 
curriculum implementation. This study recommended, among other things, that the 
DBE should provide effective programmes on teacher training in preparation for 
curricula implementation, ensure availability of human and material resources and 
infrastructure and also teacher involvement in the curricula designing processes. 
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Chapter 1: INTRODUCTION AND BACKGROUND 
 
 1.1 Introduction  
 
This study examines the complementarity in curriculum design and development and 
the actual curriculum implementation in South African education. The study focuses 
on the rural schools of the Libode District in the Eastern Cape Province of South 
Africa in both the General Education and Training (GET) and Further Education and 
Training (FET) Bands. The study is delimited to the period between the insertion of 
Curriculum 2005 (C2005) in 1997 through to the National Curriculum Statement 
(NCS): Grades R-12 in 2012. For this reason the Department of Basic Education 
(DoBE) will be referred to as Department of Education (DoE). The reason is that 
during the insertion of C2005 the Ministry of Education was under one department. 
Sixty schools from the population of schools in the Libode District have been 
randomly sampled from which data were collected. 
 
Chapter 1 of this thesis has focused on the following aspects:  Background, 
Conceptual Framework, Problem Statement, Research Questions, Research 
Objectives, Significance of the Study, Rationale, Delimitations of the study, and 
Definition of Key Terms.  
 
1.2 Background of the study 
 
Pretorius (1998) states that curriculum reform has been a global trend in order to 
address the needs of society and respond to global advances in technological, 
political, social, and other spheres.  Some of the countries that have embarked on 
curriculum reform are the USA, Canada, England, Australia, New Zealand and Japan. 
In similar vein, Berg (1993) mentions some of the countries which had to embark on 
comprehensive system-wide curriculum restructuring in order to address the needs 
of society in a specific country. Among these were Tunisia, Kenya, Tanzania, 
Guatemala and Colombia. 
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In order to address educational imbalances, South Africa had to embark on 
curriculum restructuring so as to shift from an exclusive educational system, during 
the apartheid era, to an inclusive system that had to cater for everybody evenly and 
uniformly throughout the country. South Africa’s apartheid system of governance 
created divisions in her system of education. These divisions disadvantaged the then 
homelands’ education systems in general and mostly the rural areas in particular 
including Libode schools. The rural schools suffered from lack of financial support, 
lack of both learning and teaching material, a lack of adequately trained personnel, 
and a lack of extracurricular activity facilities (Ndamase, 2004; Yaka, 2005). Thus, 
the rural schools of South Africa in the homelands were characterized by dilapidated 
infrastructure and a deplorable quality of learning and teaching.  
 
This objectionable state of affairs was exacerbated by the introduction of the Bantu 
Education Act, 1953 (Act No. 47 of 1953; later renamed the Black Education Act, 
1953) for the black South African majority who were residing in the then homelands 
which were referred to as Bantustans. This education system was geared to give the 
homelands’ communities inferior education that would prepare them for inferior roles 
that they were expected to play under the apartheid government (DoE, 2002). The 
severity of Bantu education system could be illustrated in this assertion from Naong’s 
research study on Reflections of Teacher Perceptions Regarding Curriculum Change 
in the Bloemfontein Area, South Africa, “What is the use of teaching the Bantu child 
mathematics when it cannot use it in practice? That is quite absurd” (Naong, 2012 
citing Clarkand Worger). Regrettably, this education system was also entrenched in 
the way teacher training colleges and education faculties in the homeland 
institutions of higher education (Universities) trained people to become teachers. 
Thus, the school syllabus and methods of instruction matched the inferior levels of 
education given to Black communities as perpetuated by the system. Under 
apartheid, South Africa had nineteen different educational departments separated by 
race, geography and ideology. This education system prepared children in different 
ways for the positions they were expected to occupy in social, economic and political 
life under apartheid. In each department, the curriculum played a powerful role in 
reinforcing inequality. What, how and whether children were taught differed 
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according to the roles they were expected to play in the wider society (DoE,2002:4). 
Consequently, South Africa’s democratic government inherited a divided and unequal 
system of education. After South Africa gained her democracy in 1994 there were 
considerable changes in her education system. The post apartheid era was the 
advent of educational alignment and wide-range curriculum restructuring. This 
started with the provision of learning and teaching support material (LTSM) and the 
replacement of mud structures with state-of-the-art classrooms as well as the 
maintenance of existing classrooms. These educational changes were necessary to 
address transformation in South African education from the apartheid education 
system, which favoured white South Africans, to an inclusive education system. This 
transformation was also crucial to address and/or redress inter alia the neglect 
and/or exclusion of other learning areas in the school curriculum especially in South 
African rural schools. This is evident in this edited excerpt from the South African 
Department of Education (DoE, 1995).  
 
Certain areas of learning (mathematics, technology, science, home languages, and arts), and 
certain aspects of education and training (the development of occupational skills and 
guidance regarding available occupations and their prerequisites) have either not been 
equally available to all learners in the past, or have been grossly neglected. 
 
This led to the introduction of Curriculum 2005 (C2005) which was designed by a 
task group appointed by the then South Africa’s Department of Education. The new 
curriculum was introduced in South Africa in 1997 in order to replace the apartheid 
education curriculum (Bengu, 1997). There is evidence, however, that the designing 
of C2005 was based on flawed assumptions. On one hand, C2005 assumed that 
most teachers in South Africa had the ability to interpret and make sense of the new 
terminology together with the new teaching approach and that highly qualified 
teachers existed to make sense of the new conditions (Jansen, 1998 & Mohamed, 
2004). On the other hand, the needed infrastructure and material resources to 
ensure an even and uniform curriculum implementation throughout the country was 
unavailable (Nompula, 1996; Maduna, 2007). The mismatches and gaps between 
the designing and implementation processes that threatened the successful 
implementation of C2005 resulted in the impracticability of C2005. This 
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impracticability was associated with the large number of learning areas, the 
excessively technical OBE jargon, the inadequate training provided for teachers, and 
the lack of suitable learning and teaching materials. Moreover, teacher training, in 
preparation for curriculum implementation, was inadequate in terms of duration, 
quality and focus. Also, the methods of facilitation in the curriculum dissemination 
process did not match the principles of C2005. These challenges were exacerbated 
by the lack of support given to teachers by the departmental officials and school 
management. During his tenure as the South African Minister of Education Kader 
Asmal commissioned a review of C2005 to assess its implementation progress.  
Weaknesses of C2005, identified during the review process led to its revision which 
resulted in the Revised National Curriculum Statement (RNCS): Grades R-9 in the 
GET Band and the National Curriculum Statement: grades 10-12 in the FET Band. 
These two curriculum statements also faced enormous challenges in the 
implementation process which were not very different from those experienced in 
C2005. The current South African Minister of Education, Angelina Motshekga, has 
introduced a new curriculum statement, the National Curriculum Statement: Grades 
R-12, in an attempt to address challenges that befell RNCS: grades R-9 and NCS: 
Grades 10-12 (Government Gazette, 2011). 
 
In the foregoing sub-section it has been mentioned that this study mostly deals with 
two aspects of curriculum, namely, curriculum design and development, and 
curriculum implementation in which complementarity between the two is the area of 
focus; but, before embarking on the above-mentioned issues it is important to first 
answer the question: What is curriculum? 
 
According to Van Zyl and Duminy (1979), curriculum describes a course of study and 
includes the whole study programme to be followed to reach a certain goal. In a 
Human Science Research Council (HSRC) document (1981), De Lange re-affirmed 
the definition of curriculum as being a course of study or a group of subjects which 
are offered in a school, course or field of study. A discussion document by the 
Committee of Heads of Education Departments (1991) defined curriculum as the 
collection of subjects or instructional offerings, their structuring and related 
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requirements, with which provision is made for the pursuit of an aim with a 
particular target group.  
 
Looking at the above definitions of curriculum one cannot escape the obvious fact 
that they all define curriculum in the pre-democratic era in South Africa. Whether or 
not these pre-democratic era definitions have any relevance on the way curriculum 
is conceived and perceived in the South African democratic era, they surely provide 
the basis for understanding curriculum. The researcher will now focus his attention 
on the latest definitions of curriculum provided by educationists and scholars post 
1994 and move to explore C2005. 
 
Jacobs and Chalufu (2003: 92) elucidate as follows: 
 
To most people who are not in the teaching profession curriculum has two meanings: firstly, 
it indicates the specific subjects and courses a student needs in order to obtain a certain 
certificate, diploma or degree; secondly, it indicates the content of a subject or course. But to 
most professional educators the meaning of curriculum also incorporates all the experiences 
learners have in a particular educational institution. 
 
Graham-Jolly (2002) states that definitions of curriculum can be distinguished by the 
extent to which they are narrow or broad in relation to what is included and what is 
excluded in any given statement. Graham-Jolly defines curriculum as the formal 
academic programme provided by the school, as reflected in subjects on the 
timetable. He goes on to state that in this sense, curriculum might also be used to 
refer to a particular course of instruction or a syllabus. According to Hewitt (2006), 
the word curriculum means the composite of content (e.g. science literacy) provided 
to learners as required by an authorized body responsible for schools and schooling 
usually under state law.  
 
Mishra (2011) defines curriculum as a design plan for learning that requires the 
purposeful and proactive organization, sequencing and management of the 
interactions among the teacher, the students and the content knowledge we want 
students to acquire. Gurruao (2010) views curriculum as a structured series of 
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intended outcomes and a written total plan for education of learners for which action 
is to be taken. The Association for Supervision and Curriculum Development (ASCD, 
2013) pronounces the following regarding curriculum: A simple definition of 
curriculum is the skills and knowledge that students have to learn.  
 
A more complex approach is to analyse the several sources of curriculum; from this 
perspective there are eight different kinds: viz; a) the recommended curriculum, b) 
the written curriculum, c) the supported curriculum, d) the tested curriculum, e) the 
taught curriculum, f) the learned curriculum, g) the hidden curriculum, and h) the 
excluded curriculum. The ASCD espouses that the recommended curriculum derives 
from the experts in the field. Almost every discipline-based professional group has 
promulgated curriculum standards for its field. Moving to the written curriculum the 
ASCD states that the written curriculum is found in the documents produced by the 
state, the school system, the school and the classroom teacher, specifying what is to 
be taught. At the district level, the documents usually include a curriculum guide and 
a scope-and-sequence chart; many school systems make their curriculum documents 
available through their database and the internet. The written curriculum also 
includes materials developed by classroom teachers.  
 
Coming to the supported curriculum the ASCD espouses that the supported 
curriculum is the one for which there is complimentary instructional material 
available, such as textbooks, software and multimedia resources. The tested 
curriculum, as advocated by the ASCD, is the one embodied in tests developed by 
the state, school system and teachers. The term “test” includes standardised tests, 
competency tests and performance assessment. What educators actually deliver in 
the classroom is the taught curriculum and what the learners learn is the learned 
curriculum which, according to the ASCD, is the bottom-line curriculum. The hidden 
curriculum is the unintended curriculum: what students learn from the schools’ 
culture and climate and the excluded curriculum is what has been left out, either 
intentionally or unintentionally (ASCD, 2013). 
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The ASCD goes further to illustrate how literature suggests interaction among these 
curriculum types. The research literature suggests the following: Firstly, the 
recommended curriculum, in general, has little impact on the written curriculum and 
perhaps has less of an effect on the classroom teacher. The recommendations of the 
subject matter experts and policy makers regarding curriculum content usually have 
little influence on schools. Secondly, the written curriculum has only a moderate 
influence on the taught curriculum. Most experienced teachers review the curriculum 
guide at the start of the year and then put it aside as they weigh up other factors in 
deciding what to teach. They tend to give greater attention to such factors as 
student interests, their own assessment on what has worked in the past, and what 
will be on the state and district tests. Thirdly, the tested curriculum seems to have 
the strongest influence on the curriculum actually taught. In an era of accountability, 
teachers are understandably concerned about how their students perform in tests. 
Much classroom time is spent on developing test-wiseness and on practicing 
questions similar to those that will appear on district tests. Fourthly, the supported 
curriculum also has a strong influence on the taught curriculum in that the textbook 
is a major source of the content knowledge. Fifthly, there is a significant gap 
between the taught curriculum and the learned curriculum; students do not always 
learn what they are taught. Some of the factors that account for the gap are: the 
teachers’ failure to make the curriculum meaningful and challenging or to monitor 
student learning; and the students’ low motivation, cognitive abilities and short 
attention span. Lastly, the hidden and excluded curricula have a powerful influence 
on students’ perceptions. Every day students are exposed to hidden and excluded 
curricula and internalise their messages.  
 
Although all these types of curricula are important, curriculum leaders should focus 
on the learned curriculum, emphasizing the importance of implementing the written 
curriculum and helping teachers close the gap between the taught and the learned 
curricula (ASCD, 2013).  
 
South Africa, after 1994, has been engaged in, among other things, evaluating her 
education system and curriculum in order to ensure that it expresses the ideas of 
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South Africans as a society and their vision as to how they see the new form of 
society being realized through their children and learners (RNCS 2002). Since South 
Africa had been under the apartheid regime for more than three centuries the new 
form of society envisaged in the democratic era required, inter alia, reforming the 
curriculum. Thus, the next subsection of this chapter will deal with curriculum 
reform. 
 
1.2.1 Curriculum Reform 
 
Curriculum reform is the process of modifying learning content so as to meet the 
needs of the society. According to Berg (1993:455), curriculum reform refers to a 
more radical replacement, not only of the existing curriculum, but also of the 
education system as a whole and of other structures.  
 
In societies in transformation, education or schooling is regarded not only as a route to 
creating a unified nation-state, instilling loyalty and patriotism, creating a skilled and 
professional workforce, stimulating national economic growth, redistributing wealth and 
alleviating poverty; very often people also expect the curriculum, especially the school 
curriculum, to be one of the vehicles for major change (Berg 1993: 455). 
 
Berg suggests two different approaches to curriculum change, namely the technicist 
and the critical or radical approaches, but, for the purpose of this study the 
researcher is going to dwell more on the technicist approach, because, unlike the 
critical approach, which according to Berg (1993: 462), is an analysis centred on a 
question sparked off by the built-in prescriptions of projects funded by outsiders 
whose interests are served by the changed curriculum. The technicist approach 
attempts to explain and predict certain outcomes of curriculum reform projects. The 
technisist approach also links with Pinar and Grumet’s (1981) view that the origin of 
the curriculum field was rooted in instrumental rationalism, convenience, or the 
solving of practical problems, and not in the intellectual necessity or its function in 
the phenomenon of human learning.  
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Chin and Benne (1985) call the technisist approach an empirical-rational perspective 
of curriculum change which assumes automatic change if all the variable factors are 
‘right’. Many countries have embarked on curriculum reform practices for political, 
economic and social reasons. Among these countries, but not limited to, we can 
mention Pakistan, Philippines, Netherlands, Nigeria, Canada, England, Cuba and 
Nicaragua, Ethiopia, Tanzania, Mozambique, Australia, New Zealand (Berg, 1993; 
Carnoy and Somoff, 1990; Getahum, 1978; Pretorius & Lemmer, 1998). Political, 
economic, and social reasons for curriculum reform are dealt with in the next 
subsections. 
 
1.2.1.1 Political Reasons for Curriculum Reform 
 
Getahum (1978:49) states that in Ethiopia, approximately sixty thousand senior 
secondary school and university students were sent to rural areas to acquaint people 
with the following principles of the Ethiopian revolution: equality, self-reliance, the 
dignity of labour, the supremacy of the common good and the indivisibility of 
Ethiopian unity. Carnoy and Somoff(1990) illustrate similar processes by means of 
case studies, among others, from Cuba and Nicaragua in Latin America, and 
Tanzania and Mozambique in Africa. All these states were industrially 
underdeveloped, with agriculture as the predominant mode of production and were 
committed to a more equal distribution of educational opportunities. In these 
countries, the anti-capitalist and collective political orientation of popular movements 
gave rise to a particular method of curriculum reconstruction.  
 
An Islamabad news paper, the IRIN, in Pakistan reported, in July 2003, on calls 
made for reforms to Pakistan’s national education curriculum following a report 
which likened it to the teachings of the madrasahs (religious schools). The report 
went on to state that the schools in Pakistan became a breeding ground for hard-line 
Islamist militant groups such as the ousted Taliban in neighboring Afghanistan. The 
report claimed that textbooks in the curriculum contained "factual inaccuracies 
distorting history, are insensitive to religious diversity and incite militancy, encourage 
jihad [holy war] and discourage critical self-awareness”.  
10 
 
 
An author of the report for the Sustainable Development Policy Institute, Ahmed 
Salim, stated that books for teaching history, Urdu (national language), social 
studies, and some 70 percent of reading material which form part of the national 
curriculum talk mostly about Islam. According to Salim this promotes an unbalanced 
view to children.  
 
Otunda and Nyandusi (2010) state that in Kenya the influence of politics in 
curriculum development is best seen through the formation of various education 
commissions, committees, and working parties. The composition of these 
commissions is largely oblivious of expertise in curriculum; rather, it mostly exhibits 
political connectedness. Moreover, continue Otunda and Nyandusi, the findings and 
recommendations of most of these commissions are implemented at the discretion 
of the ruling elite. In most cases, these commissions end up being just grand 
academic exercises since their recommendations are never adopted. Thus, due to 
the centralized, all powerful nature of the politics in Kenya, most decisions on 
education are top-down.  
 
Raselimo (2010) proclaims that the year 1993 saw some developments in the 
political landscape of Lesotho, when the first democratically-elected Basotho 
Congress Party (BCP) government assumed power. A new Constitution was put in 
place which expressed the government‘s intention to introduce environmental 
education. It also expressed the intention to democratise education at all levels of 
learning by ensuring that education was to be made available to all and to adopt 
policies aimed at securing that education would be directed towards the full 
development of the human personality, strengthening respect for human rights and 
fundamental freedoms. 
 
In South Africa, the South African government began the process of developing a 
new curriculum for the school system in 1995. According to the NCS document 
(2007) there were two imperatives for this. Firstly, the scale of change in the world, 
the growth and development of knowledge and technology and the demands of the 
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21st Century required learners to be exposed to different and higher level skills and 
knowledge than those required by the existing South African curricula. Secondly, 
South Africa had changed. The curricula for schools therefore required revision to 
reflect new values and principles, especially those of the Constitution of South Africa. 
Curriculum reform in South Africa was directed towards achieving a prosperous, truly 
united, democratic and internationally competitive country with literate, creative and 
critical citizens leading productive, self-fulfilled lives in a country free of violence, 
discrimination and prejudice (South African Department of Education, 1997). This 
curriculum reform deliberately intended to simultaneously overturn the legacy of 
apartheid education and catapult South Africa into the 21st Century; it was an 
innovation both bold and revolutionary in the magnitude of its conception. 
 
1.2.1.2 Economic Reasons for Curriculum Reform 
 
Berg (1993) elucidates by saying that investing in the education of a nation (i.e. 
human resources) would contribute more to the long-term sustainable economic 
growth of a country than capital, natural and material resources. In his mid-term 
budget on the 23rd October 2013, the South African Minister of Finance, the 
Honorable Minister Pravin Gordhan, emphasized the importance of investing in 
education so as to reduce costs in hiring consultants from other countries. He also 
stressed the necessity to improve the country’s competitiveness through skills 
development. The European Centre for the development of Vocational Training 
(Cedefop) document (2012) suggests that improving the links between education 
and training systems and industry drives curriculum reform in one way or another in 
every country in order to combat the mismatch of skills. This is encapsulated in the 
following statement by Cedefop: 
 
Naturally, curricula change has to reflect shifting trends in education, training and the labour 
market. According to Cedefop’s work on skill mismatch, despite a significant increase in 
educational attainment rates, 3 out of 10 European companies report a shortage of the skills 
they need ..…. where a gap exists between the available skills of the workforce and those 
required by modern workplaces. The above trends have prompted calls for a rethinking of 
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education and training practices that might be used to bridge the gap as economic and social 
realities evolve. 
 
Cedefop goes further to explain that these calls are not just about equipping people 
coming out of the Initial Vocation Education and Training (IVET) institution with 
competences which are better geared towards labour market needs. It is also about 
re-engineering systems so that they can more systematically meet the needs of 
modern business.  
 
In the late twentieth century, Raselimo (2010) states that Lesotho encountered a 
serious threat to her sustainable development resulting mainly from the 
retrenchment of Basotho men from the mining industry in South Africa and declining 
agricultural production. Also, the winding down of the first phase of the Lesotho 
Highlands Water Project (LHWP) towards the end of the last century resulted in a 
further increase in unemployment. Such problems have contributed to rising levels of 
unemployment and poverty, with the unemployment rate estimated at 40 percent in 
2000. Estimates showed that the economic growth rate decreased by 4% from 1983 
to 2002/03. Thus, according to Raselimo, the country has to embark on a broad 
national agenda for curriculum reforms particularly those relating to sustainable 
development in order to equip the citizens with skills and competences that will 
enhance self sustainability and thereby contribute to the country’s economy. 
 
South Africa, presently, is faced with a problem of both high a unemployment rate 
and a skills shortage more especially in the fields of science, ICT and engineering. 
The reason for this is the lack of qualified practitioners in the science, ICT and 
engineering sectors which result in a gap between the available skills of the 
workforce and those required by the workplace. This challenge calls for education 
sectors in the country to equip people coming out of educational institutions with 
competences which are better geared towards labour market needs. 
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1.2.1.3 Social Reasons for Curriculum Reform 
 
Social drivers relate to matters of equality and inclusion. Accordingly, social drivers 
tend to manifest themselves in the incorporation of key competences and general 
knowledge, in recognition systems and in the development of national core curricula 
to provide some form of equality of educational experience (Cedefop 2012). This 
notion is advocated in the Curriculum 2005 document (1997) which states that 
Curriculum 2005 was regarded as a key project in the transformation of South 
African society. C2005 was directed towards achieving a prosperous, truly united, 
democratic and internationally competitive country with literate, creative, and critical 
citizens leading productive, self-fulfilled lives in a country free of violence, 
discrimination, and prejudice (South African Department of Education, 1997).  
 
Nanzhao and Muju (2007) believe that a broad, encompassing view of learning 
should aim to enable each individual to discover, unearth and enrich his or her 
creative potential, to review the treasure within each of us. According to them, this 
means going beyond an instrumental view of education as a process one submits to 
in order to achieve specific aims (in term of skills, capacities or economic potential) 
to one that emphasizes the development of the complete person; in short, learning 
to be. They consider that education as a means to the end of human development is 
a very individualized process and at the same time a process of constructing social 
interaction. They claim that the fundamental principle is that education must 
contribute to the all-round development of each individual-mind and body, 
intelligence, sensitivity, aesthetic sense, personal responsibility and spiritual values.  
 
Focusing on Chinese education, Nanzhao and Muju (2007) state that education in 
China over the recent two decades has been guided by the fundamental principle, 
proposed by Deng Xiaoping, that education should be oriented to modernization, to 
the outside world and to the future. The aim of education has been “to enable the 
educatees to learn in active and lively ways and develop morally, intellectually, and 
physically in an all-round way and to turn out a new generation who have (lofty) 
ideals and moral virtues that are cultured/educated and disciplined”. Reforming the 
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curriculum can aim either at completely changing the whole curriculum or 
overhauling certain aspects of the curriculum. The next subsection looks at the 
extent of curriculum change.  
 
1.2.1.4 The Extent of Curriculum Reform 
 
Benavot (1991:5) explicates as follows: “Some curriculum projects are aimed at 
changing the whole curriculum system, and others are more limited and involve 
making minor changes to previous curricula”. According to Rondinelli (1990:9), there 
are three types of curriculum reforms and these are: comprehensive system-wide 
restructuring aimed at mass education; enrichment programs to improve the quality 
of teaching and programs for improving existing subjects or to introduce new ones. 
For the purpose of this study the researcher has focused on the comprehensive 
system-wide curriculum restructuring aimed at mass education and programs for 
improving existing subjects or introducing new ones. This is so because C2005, the 
first South African curriculum design and development end product post apartheid 
era, was designed to simultaneously overturn the legacy of apartheid education and 
catapult South Africa into the 21st Century. As the first major curriculum statement 
of a democratic government, C2005 signalled a dramatic break from the past. 
Nevertheless, all other curricular innovations after C2005 were directed towards 
improving understanding and the quality of teaching to enhance implementation.  
 
Berg (1993:466-469) states that many countries embarked on comprehensive 
system-wide curriculum restructuring aimed at mass education. Among these, which 
we will later focus on, were Tunisia, Kenya, Tanzania, Guatemala, and Colombia. 
Tunisia implemented a new primary school curriculum, in the 1970s, aimed at 
integrating skills into the primary school syllabus in an attempt to overcome the 
problem of an academically-oriented curriculum which favoured urban students. 
Kenya introduced an 8-4-4 model of education in 1985. The first eight years of 
primary education are based on a career oriented curriculum, followed by four years 
of secondary schooling and four years of tertiary education. At tertiary level there is 
a compulsory core curriculum of common courses which all students have to follow 
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before specializing in one area of study. In Tanzania President Julius Nyerere 
published his Education for Self-Reliance in which the British content of history was 
replaced by Tanzanian content in 1967. He pioneered the concept of schools 
becoming communities practicing precept of self-reliance. For this purpose the 
primary school curriculum needed to focus on skills and values necessary for living in 
a predominantly rural, agrarian society. In Guatemala, between the 1970s and 
1980s, a new practically-oriented curriculum for lower secondary schools in rural 
areas was introduced. In 1984, Decree 1002 was introduced in Columbia, aimed at 
changing the focus of teaching in primary and secondary schools. The reform 
proposals were based on an educational technology model which excluded social, 
cultural and academic realities. This resulted in the formation of popular grassroots 
teacher organizations trying to redefine the social function of the school and the 
curriculum (Berg, 1993). 
 
According to Berg countries that embarked on programs for improving existing 
subjects or introducing new ones are Benin, Egypt, Nigeria and Zambia. In Benin a 
non-formal education project was launched in the 1970s to improve literacy and 
agricultural skills among the rural youth. In Egypt the World Bank was involved in 
the upgrading of six technical schools by introducing new curricula and retraining the 
technical staff. In Nigeria the science secondary school project was introduced in 
1977 in an attempt to boost the indigenous manpower to cope with the oil boom. In 
Zambia, in 1977, new proposals focused on ways and means to improve the design 
and development of school curricula as opposed to the introduction of a radically 
new curriculum, thus merely tinkering with internal efficiency (Berg, 1993).  
 
In similar vein, the South African government began the process of developing a 
new curriculum for the school system in 1995. According to the NCS document 
(2007) there were two imperatives for this. Firstly, the scale of change in the world, 
the growth and development of knowledge and technology and the demands of the 
21st Century required learners to be exposed to different and higher level skills and 
knowledge than those required by the existing South African curricula. Secondly, 
South Africa had changed. The curricula for schools therefore required revision to 
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reflect new values and principles, especially those of the Constitution of South Africa. 
This started with the introduction of C2005 in the foundation phase of the GET band 
in 1997 by Professor Sibusiso Bengu who was the South African education minister 
at that time. 
 
In the foregoing sub-section the researcher has endeavored to give a synopsis of the 
curriculum reform and also the rationale for curriculum reform and the extent of 
curriculum reform. The researcher will now embark on curriculum design and 
development which is one of the variables of focus in this study.  
 
1.2.2 Curriculum Design and Development (CDD) 
 
Gurruao (2010) explains that curriculum has two domains, namely, curriculum 
design and curriculum development. According to Gurruao, curriculum design refers 
to the conceptualization of the curriculum and the arrangements of its major 
components (subject matter, content and learning experiences) to provide guidance 
and direction as one develops the curriculum. Furthermore, curriculum development 
involves planning, implementation and evaluation of the curriculum. It is a logical 
procedure based on managerial or behavioural approaches to curriculum and rooted 
in scientific principles of education. Dutta (2011) sees curriculum development as a 
specialized task which requires systematic thinking about the objectives to be 
achieved, learning experiences to be provided and evaluation of changes brought 
out by curricular activities.  
 
The following sub-sections deal with curriculum design and development by looking 
at issues for consideration in policy formulation, processes involved in curriculum 
design and development, and the influence of stakeholders in curriculum design and 
development.   
 
1.2.2.1 Issues for consideration in Policy Formulation in CDD 
 
The education sector (along with other government agencies) has the task of 
contributing to the achievement of national development goals espoused in the 
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country’s development plan (Mariñas & Ditapat; 2000). Cedefop (2012), focusing on 
European countries, affirms that there has been considerable activity over the past 
decade to reform curricula linked to a variety of national and European goals, aimed 
at improving the contribution that Initial Vocational Education and Training can make 
to economic and social progress. An important driver of these reforms has been the 
attempt to focus more explicitly on the outcomes of education and training to ensure 
a better fit between the knowledge, skills and competence acquired by young people 
in upper secondary education and the needs of business. In many European 
countries, continues Cedefop, these developments have been supported or inspired 
by European policies and tools. The recommendations of the European Parliament 
and of the Council on Key competences for lifelong learning (2006) and the 
European qualifications framework (2008) have been particularly influential at 
national level. In 2009, Education and Training 2020 emphasised the importance of 
curriculum reform and renewal in promoting outcome-oriented approaches and key 
competences and establishing as a strategic objective ‘to take greater account of 
transversal key competences in curricula, assessment and qualifications’. Curriculum 
design, teaching, assessment and learning environments should be consistently 
based on learning outcomes, and particular emphasis should be placed on those 
transversal competences that require cross-curricular and innovative methods. 
 
In South Africa the 1994 democratic elections marked a turning point for education 
and curriculum development in South Africa. The values in the South African 
constitution are: 
 
 A starting point for removing apartheid from South African schools and 
curricular. 
 
 A platform for developing a new sense of identity based on dignity and 
respect for all people, rather than on racial, gender and class division 
(Curriculum 2005 Document, 1997). 
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According to the Revised National Curriculum Statement (RNCS) Document (2002), 
curriculum change in post-apartheid South Africa started immediately after the 
election in 1994 when the National Education and Training Forum began a process 
of syllabus revision and subject rationalisation. The purpose of this process was 
mainly to lay the foundations for a single national core syllabus. In addition to the 
rationalisation and consolidation of existing syllabi, the National Education and 
Training Forum curriculum developers removed overtly-racist and other insensitive 
language from existing syllabi. For the first time curriculum decisions were made in a 
participatory and representative manner, but this process was not, nor did it intend 
to be, a curriculum development process. The Lifelong Learning through a National 
Curriculum Framework document (1996) was the first major curriculum statement of 
a democratic South Africa. It was informed by principles derived from the White 
Paper on Education and Training (1995), the South African Qualifications Act (No 58 
of 1995) and the National Education Policy Act (No 27 of 1996). In terms of the 
White Paper, it emphasised the need for major changes in education and training in 
South Africa in order to normalise and transform teaching and learning. It also 
stressed the need for a shift from the traditional aims-and-objectives approach to 
outcomes-based education (RNCS 2002). 
 
1.2.2.2 Processes in CDD 
 
The four questions raised by Tyler (1949) in his model of curriculum development 
address four aspects that needs consideration in developing a curriculum. These are: 
formulation of objectives; selection of content; organization of learning activities and 
evaluation and means of evaluation. Taba (1962) noted seven major steps in her 
model in which teachers could have major inputs. These are: Diagnosis of needs, 
Formulation of objectives, Selection of content, Organization of content, Selection of 
learning experiences, Organization of learning activities and Evaluation and means of 
evaluation. Dutta (2011) elucidates the processes employed in developing 
curriculum. These include assessment of educational needs, formulation of 
objectives, selection and organization of content, selection and organization of 
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learning experiences and evaluation. In Dutta’s view this process can be outlined as 
follows: 
 
Assessment of educational needs: Needs assessment is for determining what 
the curriculum should be for a given population during a particular period of time. 
Dutta (2011) suggests two means of needs assessment, namely, felt needs 
assessment and observed needs assessment. Felt needs are those needs that are 
assessed through field studies. Observed needs is the analyzing of existing data, 
such as education commission reports, government policies, et cetera. Considering 
the potential and limitations of the education system, a list of priority areas can be 
prepared known as real needs. According to Dutta real needs is the combination of 
felt needs and observed needs. 
 
Formulating educational objectives: The following must be taken into 
consideration for this: matching-objectives should be related to the broad goals of 
education from which they are derived; worth-it relates to whether attaining an 
objective has value in the life of the student in the present or future; wording-the 
statements of the objectives should be worded properly; appropriateness-all objects 
should be derived from and cater for the needs and interests of students; logical 
grouping-the objectives should be properly organized in a coherent manner and 
revision-the objectives need periodic revision because the needs and knowledge 
change at a fast pace. 
 
Selection of content: The content selected should contribute to the students’ 
knowledge or understanding of the reality of human life. 
 
 
 
 
 
 
 
 
 
 
Content 
(selection from 
knowledge for 
educational purposes) 
Knowledge 
(formal 
organization of 
information) 
Knowledge 
(understanding the 
content and putting 
it to various uses) 
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Figure 1.1: Criteria for selecting content adopted from Dutta 2011 p. 9 
 
 
Criteria for content selection: self sufficiency-this helps in attaining self-sufficiency in 
an economical manner i.e. economy of teaching efforts; significance-the content to 
be learned should be significant in terms of its contribution to the basic ideas and 
concepts; validity-relates to the authenticity of the content selected; interest-the 
content should suit the personality and intellectual capacities of the students; utility-
is concerned with the usefulness of the content; learnability-this criterion emphasizes 
the optimal placement and appropriate organization and sequencing of the content 
and feasibility-it compels the planners to analyze and examine in the light of the 
time and resources available to the students, costs involved, socio political climate 
etc.  
 
Organizing the content: This demands a thorough understanding of the teaching- 
learning process. Important aspects for this are sequencing, continuity and 
integration. 
 
 Sequencing-it means putting the content and materials into some sort of 
order of succession.  
 
 Continuity-content should provide continuity in learning and prevent loss 
through forgetting. The students should be provided with experiences step by 
step. 
 
 Integration-learning is more effective when facts and principles from one field 
can be related to another, especially when applying knowledge. 
 
Selecting learning experiences: Learning experiences mean learning activities 
which shape the learner’s orientation to the content and ultimately their 
understanding of it. The following questions should be addressed before one selects 
learning experiences: do the learning experiences function the way we wish them to 
in overall aims and specific objectives of the curriculum? Will the students be able to 
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apply the knowledge in real life? Is it feasible in terms of expertise, staff, time, 
costsand resources to learn the content in a feasible time? 
 
Evaluating the curriculum: Evaluation means to assess to which extent the 
objectives of the curriculum are achieved through the implementation of curriculum. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 1.2 Criteria for evaluating curriculum implementation adopted from Dutta 
2011 p. 16 
 
The evaluation of any purposeful activity should have the following characteristics: 
consistency with the objectives of the curriculum; sufficient diagnostic value; 
comprehensiveness; validity and continuity. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 1.3 Evaluation of a purposeful activity adopted from Dutta 2011 p. 18 
 
OBJECTIVES 
ACTIVITIES 
EVALUATION 
OBJECTIVES CONTENT 
EVALUATION METHODS 
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1.2.2.3 Stakeholders’ influence in CDD 
 
According to Cedefop (2012), the curriculum serves different stakeholders; 
accordingly, the design process must include arrangements whereby different 
interests are reconciled and, where appropriate, compromises or alternatives are 
negotiated. The logic of stakeholder involvement implies that stakeholders have up-
to-date and accurate knowledge of what current and future competences are 
required and are able to communicate this knowledge. In some countries, like Spain, 
all occupational standards are reviewed every five years, and this process leads to 
changes in curricula.  
 
In Germany, employers’ organisations have the right to introduce new curricula. In 
the Netherlands, each sectoral centre of expertise reviews the qualifications 
structure for which it is responsible. This is overseen by a management board 
representing business, education and trade unions (Cedefop 2012). In a number of 
countries, such as Lithuania, Poland and Slovakia, it was reported that, although 
employers are formally given opportunities to contribute to the design of curricula, 
such opportunities are rarely taken up in practice.  
 
Various stakeholders are engaged in the design process, in many countries, in a 
number of ways, including their involvement in working groups, consultation and 
governance. In Poland, for example, the working groups that prepare the curricula 
are represented mainly by educationalists; the social partners usually participate 
during the consultation phase (Cedefop 2012). In most countries, the development 
of the written curriculum is led by a working group which is usually appointed by the 
official qualification agency and includes representatives of different stakeholders. 
Representation provides an opportunity for consultation, but it can also provide the 
opportunity for stakeholders to shape design directly and share responsibility for the 
curriculum-making process. In countries such as France and Romania, the several 
stages of the written curriculum design are assigned to different working groups, 
although some members may serve in all of them. Not all stakeholders are equally 
strongly represented. Working groups usually bring together employers or their 
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representatives, officers from the qualification agency or government department 
responsible, educational representatives, for example head teachers and trainers, 
and technical experts. The technical experts have experience and know-how in the 
writing of curricula. The other stakeholders are expected to contribute first-hand 
knowledge from their domain: what skills employers want, what is practical within 
training schools, etc. In practice, it is often the technical experts or the agency 
officials who take the lead role in drafting the units and their learning outcomes. The 
role of the educationalists and employers is to review, that is to verify, propose 
changes and validate or reject the proposed changes (Cedefop 2012). 
 
Having covered different aspects of the CDD it is now time to look at how some 
countries dealt with their CDD. 
 
1.2.3 CDD in other countries 
 
This sub-section ventures to contextualize the study by giving a broader perspective 
into curriculum design and development processes and curriculum implementation 
by looking at curriculum design and development in other countries. It also provides 
a brief comparison of the processes between the mentioned countries and South 
Africa. 
 
1.2.3.1 CDD in Pakistan 
 
The chairperson of Idara-e-Taleem-o-Aagahi (ITA), Raza Jamil (2009), states that in 
Pakistan curriculum reforms have been underway since 2001 after a long period of 
neglect and stagnation. Jamil explains that in 2000 the Ministry of Education 
undertook a revision for Basic Science subjects and in 2002 for Social Science 
subjects. In 2003, the Government announced its intention as part of the Education 
Sector Reforms (ESR) Action Plan 2001-2005/6 to undertake a comprehensive 
revision of the curriculum after every 5 years. Curriculum revision was to be an 
institutionalized process of evaluation and development as iterative and concurrent. 
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1.2.3.2 Policy Formulation 
 
Jamil (2009) and Ashraf (2004) proclaim that the Federal Supervision of Curricula, 
Textbooks and Maintenance of Standards of Education Act 1976, lists the terms of 
reference for the National Bureau of Curriculum and Textbooks (NBCT) which is  the 
Ministry of Education’s Curriculum Wing. The 1976 Act centralized certain functions 
to the curriculum wing. Some of the functions centralized to the curriculum wing are: 
to prepare  schemes of studies, curricula, manuscripts of textbooks and schedules; 
to approve manuscripts of textbooks produced by other agencies before they are 
prescribed in various classes of an institution and to direct any person or agency in 
writing to delete, amend or withdraw any portion, or the whole, of the curriculum, 
textbook or reference material prescribed for any class of an institution within a 
period specified in such directive. 
 
1.2.3.3 Conceptualization and Rationale 
 
In Jamil’s pronouncement the comprehensive national curriculum reforms revolved 
around three mega concurrent initiatives of the Ministry of Education, viz. i) the 
National Education Policy Development (NEPD)process; ii) the national curriculum 
reforms, and iii) the undertaking of the first-ever National Education Census (NEC) of 
all service delivery units in education. The curriculum had to be reformed because it 
was criticized for being exclusionary, ideologically driven, bigoted, generating 
negative stereotypes with outmoded content and for its resistance to change; all of 
which, leads to irrelevance and poor learning levels, as corroborated by the latest 
National Education Assessment System (NEAS) reports (Jamil, 2009 citing NEAS 
2006 and 2008). 
 
1.2.3.4 The Development Process 
 
According to Ashraf (2004), the curriculum development process in Pakistan followed 
a six-step process outlined as: evolution of curriculum objectives, development of 
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scheme of studies, development of syllabus of each subject, development of 
textbooks, instructional material, approval of textual material and teacher training. 
 
The CDD process in Pakistan followed certain aspects of both the Tyler and Taba 
models of curriculum development except for the massive participation of teachers in 
developing curriculum as advocated in the Taba model. Whereas Taba believed that 
the curriculum should be designed by the teachers rather that handed down by 
higher authority, the Ministry of Education in Pakistan centralized crucial functions in 
CDD to the NBCT. 
 
1.2.3.5 Role Players in Pakistan’s CDD 
 
Jamil (2009) and Ashraf (2004) explain that the role players in Pakistan’s CDD were 
the Federal Ministry of Education, the NBCT, provincial institutions responsible for 
curriculum development, teachers, administrators, educationists, curriculum experts 
and students. 
 
1.2.3.6 The Implementation Process 
 
The curriculum actually implemented is generally different from the official 
curriculum document. The classroom teacher, who primarily focuses on the 
textbooks and assessment, does not take into account the educational objectives. 
The third problem is that there is lack of follow-up of actual curriculum 
implementation in classroom practice. No evaluation of the implemented curriculum 
is carried out; hence no feedback is received to revise the curriculum. In short, each 
of the steps in the curriculum development process tend to occur in isolation from 
the others and there is no visible coherent curriculum development activity (Jamil, 
2009).  
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1.2.4 Curriculum Design and Development in Australia 
 
The Australian Curriculum, Assessment and Reporting Authority (ACARA) document 
(2012) states that the process for developing the Australian Curriculum has been 
designed to generatebroad engagement with, and discussion and feedback about, 
the shape and content of the Australian Curriculum. The document continues by 
affirming that the process of curriculum development is based on agreed curriculum 
design principles, involves high-level curriculum expertise nationwide, provides 
opportunities for national consultation, establishes achievable timelines with 
available resources, and ensures high-quality curriculum documents. 
 
1.2.4.1 Policy Formulation 
 
ACARA’s curriculum development work is guided by the Melbourne Declaration on 
Educational Goals for Young Australians, adopted by the Ministerial Council in 
December 2008. The Melbourne Declaration emphasises the importance of 
knowledge, skills and understanding of learning areas, general capabilities and 
cross-curriculum priorities as the basis for a curriculum designed to support twenty-
first century learning (ACARA 2012).  
 
1.2.4.2 Conceptualization and Rationale 
 
ACARA states that all Australian governments have committed to the goals of the 
Melbourne Declaration, which are that Australian schooling promotes equity and 
excellence, and that all young Australians become successful learners, confident and 
creative individuals, and active and informed citizens. Promoting world-class 
curriculum and assessment is one of eight interrelated areas for action designed to 
achieve the Melbourne Declaration goals 
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1.2.4.3 The Development Process 
 
The curriculum development process involves four interrelated phases, namely, 
curriculum shaping, curriculum writing, preparation for implementation, and 
curriculum monitoring, evaluation and review. The curriculum shaping phase 
produces a broad outline of the Foundation to Year 12 (F–12) curriculum for a 
learning area. The curriculum writing phase incorporates the process for 
validation of achievement standards and culminates in publication of the Australian 
Curriculum for the learning area after intensive engagement activities with other 
stakeholders. The preparation for implementation phase involves delivery of the 
curriculum to school authorities and to schools in an online environment in time for 
school authorities, schools and teachers to prepare for implementation. The 
curriculum monitoring, evaluation and review of the Foundation to Year 
10Australian Curriculum will be ongoing, with annual reports to the ACARA Board 
detailing any issues identified. The curriculum development process in Australia 
followed the four-step process advocated in the Saylor and Alexandra model which 
incorporates the specifying of goals, objectives and domains which shape the overall 
structure of the curriculum. The other steps include curriculum designing, 
implementation and evaluation. 
 
1.2.4.4 Role Players in Australian CDD 
 
According to ACARA (2012), there are a number of groups involved in ACARA’s 
curriculum development process at both the consultation and decision-making stages 
of the process. These groups include the Standing Council on School Education and 
Early Childhood (SCSEEC), Australian Education, Early Childhood Development and 
Youth Affairs Senior Officials’ Committee (AEEYSOC), ACARA Board, ACARA 
Curriculum Group, F–12 Curriculum Reference Group, Lead writer, Curriculum 
writers, Learning area advisory groups, Across learning area advisory groups, Other 
advisory or working groups, National panels, National forums, Curriculum Directors 
Forum and Intensive engagement in schools. 
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1.2.4.5 The Implementation Process 
 
The summaries of implementation strategies of state and territory school and 
curriculum authorities are shared on the ACARA website: Work with the Curriculum 
Directors’ Forum and the F–12 Curriculum Reference Group collect feedback on 
implementation issues and any useful materials such as work samples. A report on 
implementation issues is provided to the ACARA Board (ACARA, 2012). 
 
The foregoing two sections have dealt with the international perspective on the 
CDD. The focus in the following sections has been directed toward the continental 
perspective, starting with Kenya. 
 
1.2.5 Curriculum Design and Development in Kenya 
 
The Ministry of Education in Kenya is responsible for centrally providing educational 
services in the country. The Ministry’s vision is “to provide quality education for 
development” while its mission is “to provide, promote and co-ordinate lifelong 
education, training and research for Kenya’s sustainable development” (Otunda & 
Nyandusi 2010). In Otunda and Nyandusi’s assertion the Kenya Institute of 
Education (KIE) is the national educational research and curriculum development 
centre in Kenya. Its functions are: to conduct research and prepare syllabuses for all 
levels of education, below the university level; to conduct research and prepare 
teaching and evaluation materials to support any syllabuses, including the 
preparation of books, teachers’ guides, mass-media programmes and materials; to 
conduct in-service training and workshops for teachers and teacher trainers who are 
involved in carrying out experiments and trials of any syllabuses and teaching 
materials; to conduct seminars on any syllabus and teaching materials for inspectors 
of schools and teacher trainers; to conduct orientation programmes for field officers 
and to keep them informed of the developments that are taking place in the school 
and teachers’ college curriculum; to develop and transmit programmes through mass 
media to support the developments that are taking place in education; to prepare 
distance education courses for students, teachers and the general public; to conduct 
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courses, seminars and orientation programmes for the guidance of teachers and 
educational administrators; to conduct educational research in Kenya and to publish 
and print educational materials. 
 
1.2.5.1 Policy Formulation 
 
Otunda and Nyandusi (2010) state that the legal mandate for Curriculum 
development in Kenya’s public school system is vested in the Kenya Institute of 
Education (KIE). This is spelt out in the Education Act, Cap 211 of the Laws of 
Kenya. KIE’s legal status as a Semi-Autonomous Government Agency (SAGA) is 
defined in Legal Notice No. 105 of 1976, with amendments made in Legal Notice No. 
144 of 1980 and Legal Notice No. 126 of 1984.  
 
1.2.5.2 Conceptualization and Rationale 
 
Otunda and Nyandusi state that since independence, the government of Kenya has 
continually sought to modify the curriculum to achieve context relevance. They 
explain that this curriculum modification has been done through two major avenues: 
Firstly, periodic commissions constituted by the government to look into aspects of 
the school system and suggest better policy and practice. Secondly, constant 
curriculum development programmes handled by the Ministry of Education and 
related agencies.  
 
1.2.5.3 The Development Process 
 
The Githigagigtogo document (2012), in corroboration with Otunda and Nyandusi 
(2010) states that curriculum development in Kenya is the responsibility of the 
Kenya Institute of Curriculum Development (KICD), formally known as the Kenya 
Institute of Education (KIE). The document explains that the institute adopted a 
nine-stage curriculum development model outlined as: needs assessment, 
conceptualization and policy formulation, curriculum designs, development of 
syllabuses, development of curriculum-support material, preparation of curriculum 
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implementers, piloting, national implementation, and monitoring and evaluation. 
Figure 1.4 illustrates the cyclic pattern followed in the Curriculum Development 
process at the Kenya Institute for Education: 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 1.4: The cyclic pattern of curriculum development in Kenya adopted from 
Otunga and Nyandusi 2010 p. 4 
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There are observable similarities between the Kenyan and Pakistan CDD processes in 
that they both combine certain aspects of both the Tyler and Taba models of 
curriculum design and development. 
 
1.2.5.4 Role Players in Kenya’s CDD 
 
The Kenya institute of Education works closely with other related agencies and 
organizations in curriculum development. These include the Ministry of Education 
and the Ministry of Higher Education Science and Technology, the Kenya National 
Examinations Council (KNEC), the Kenya National Union of Teachers (KNUT), the 
Directorate of Quality Assurance and Standards, the Teachers Service Commission 
(TSC), Universities and other Tertiary Institutions, and Religious Organizations 
(Otunda & Nyandusi,2010 & Githigagigtogo, 2012).  
 
1.2.5.5 The Implementation Process 
 
Githigagigtogo explains that the syllabuses and all necessary curriculum support 
materials are made available to the schools and other implementing institutions, and 
relevant guidelines on implementation are provided by the KIE.   
 
After looking at the CDD processes in some international and continental countries 
the focus now will be on the South African CDD. 
 
1.2.6 Curriculum Design and Development, and Curriculum   
          Implementation in South Africa 
 
The Revised National Curriculum Statement (RNCS) document (2002) espouses that 
the South Africa’s apartheid system of governance caused divisions in her system of 
education. These divisions mostly disadvantaged the then homelands’ education 
systems. With the post-apartheid era came the advent of educational alignment and 
wide-range curriculum restructuring, in the South African education system, which 
started with the insertion of Curriculum 2005 (C2005). According to the RNCS 
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document, C2005 was deliberately intended to simultaneously overturn the legacy of 
apartheid education and catapult South Africa into the 21st Century. 
 
1.2.6.1 Policy Formulation 
 
The report by the Review Committee on C2005 tabled to the then Minister of 
Education, the Honourable Kader Asmal (2000), affirms that C2005 arose out of 
coalition processes designed to ensure the integration of education and training 
through the National Qualifications Framework (NQF). As an assessment, 
qualifications, competency and skills-based framework, it encouraged the 
development of a curriculum model aligned to the NQF in theory and practice. 
 
1.2.6.2 Conceptualization and Rationale 
 
C2005 has three distinctive sources which contribute to its conceptualization, 
namely, a philosophy of learner-centred education, outcomes-based education, and 
an approach to the integrated and non-disciplinary division of knowledge. The 
Review Committee Report (RCR) 2000 elucidates as follows: 
 
As the first major curriculum statement of a democratic government, C2005 signalled a 
dramatic break from the past.The curriculum would no longer be shaped by narrow visions, 
concerns and identities; no longer would it reproduce the limited interests of any one 
particular grouping at the expense of another. It would bridge all, and encompass all. 
Education and training, content and skills, values and knowledge: all would find a place in 
Curriculum 2005. 
 
1.2.6.3 The Development Process 
 
The RCR (2000) states that several committees were established to perform various 
curriculum developmental functions. Among these functions the committees were to 
oversee the process of curriculum restructuring by developing a National Policy 
Regarding a Curriculum Framework for General and Further Education and Training.  
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Other functions were to consider public responses, to write a rationale for the 
Learning Area (LA) and learning area outcomes, which had to reflect the critical, 
cross-field outcomes, to identify cross-curricular issues in the learning areas and to 
cluster the LA committee outcomes for the development of learning programmes.  
 
1.2.6.4 Role Players in the South African CDD 
 
According to the Department of Education (DoE) (1997a)the post-apartheid 
administration declared that curriculum development would be a ‘fully participatory 
process’ with ‘the teaching profession, teacher educators, subject advisers and other 
learning practitioners playing a leading role along with academic subject specialists 
and researchers’. 
 
1.2.6.5 The Implementation Process 
 
The RCR (2000) states that there were considerable variations in the successful 
implementation of C2005 which depended on, amongst other things: Resources, 
infrastructure, conditions of teaching and learning, local and institutional capacity, 
will to implement, pressure in the form of policy, support from implementing 
agencies, adequate and timeous information and training, feasible timeframes and 
participation.  
 
The CDD processes of international and continental countries have been explored 
together with the South African CDD processes. It is now time to look at similarities 
and/or differences between CDDs in South Africa and the above-mentioned 
countries. 
 
1.2.7 Similarities and/or differences between CDD in South Africa and the 
other mentioned countries 
 
Unlike other countries that had one curriculum wing or structure responsible for 
curriculum development, South Africa, according to the RCR, had a wide range of 
34 
 
committees or structures which were responsible for different curriculum design 
activities. These structures were made up of representatives from various 
stakeholders. The RCR (2000) states that the South African curriculum development 
process had the positive effect of involving a large number of people. At the same 
time, according to the RCR, most of those who became involved in the curriculum 
development process had limited expertise or experience in curriculum issues. What 
exacerbated the situation was that representatives changed from meeting to 
meeting. This meant that there was not always continuity amongst the personnel in 
the successive phases of curriculum development and that had an effect on the 
resultant design. Nevertheless, the South African CDD culminated in C2005, which, 
due to problems inherent therein, was revised in order to strengthen it. The next 
subsection deals with the end product of the South African CDD process together 
with its revisions. 
 
1.2.8 The end product of the South African CDD 
 
Curriculum 2005 was the end product of the South African Curriculum design and 
development which was introduced into the South Africa school system in 1997 in 
order to replace the apartheid education curriculum (Bengu, 1997). C2005 was 
introduced in the foundation phase of the General Education and Training band in 
1997 by Professor Sibusiso Bengu who was the South African education minister at 
that time. Kader Asmal, who was Minister Bengu’s successor appointed a committee 
to review the implementation progress of C2005 in 1999. This committee was known 
as The Review Committee on Curriculum 2005 and was chaired by Professor Linda 
Chisholm. The report tabled by the review committee on 6th June 2000 to the 
Minister revealed that C2005 was faced with a number of challenges.  
 
The report was critical of both the impracticability of C2005; the large number of 
learning areas; the excessively technical Outcome Based Education (OBE) jargon; 
the inadequate training provided for teachers; the unavailability of suitable teaching 
and learning materials as well as its conceptual bases (Review Committee Report on 
C2005). The Revised National Curriculum Statement (RNCS) for the GET band and 
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the National Curriculum Statement (NCS) for the FET band were the end products of 
the review of C2005. RNCS and NCS: Grades 10-12 experienced a problem of an 
enormous amount of work with which teaching and learning had to cope. This 
resulted in these two curricula being revised so as to ensure their practicability in the 
teaching and learning situation.  
 
To give a synopsis of these curricular I will briefly provide a summarized version of 
the underlying principles pertaining to C2005, RNCS and NCS: Grades 10-12 
curricula embedded in their policy documents.  
 
1.2.8.1 Curriculum 2005 
Curriculum 2005 (C2005) was introduced in 1997. By 2005 it would be implemented 
in all grades. Outcomes Based Education was a significant part of C2005, and it was 
about activating the minds of young people so that they are better able to take part 
in economic and social life. Outcomes-based education, as expressed in C2005 
ensures that:  
 the process and content of education are emphasised by 'mapping' the 
learning process backwards from the outcomes at the end of Grade 9. 
 all learners are able to achieve to their maximum ability and are equipped for 
lifelong learning in a democratic society (C2005 document). 
Kader Asmal, who was Minister Bengu’s successor, appointed a committee to review 
the implementation of C2005. According to RCR (2000) Asmal sought a substantive 
review of C2005 and its implementation. The terms of reference given to the RCR by 
Asmal included the review of the rationale for and viability of the learning areas, 
learning programmes and phase organisers, the range of knowledge to be covered, 
the assessment criteria and expected levels of learner achievement and the rationale 
for and the viability of the sixty-six specific outcomes to be achieved in relation to 
critical outcomes. In addition, according to the RCR, the Minister said that he wished 
to receive an evaluation of, and recommendations on, the implementation of the 
new curriculum in the Foundation Phase and in Grade 7. This should cover field 
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testing, teacher orientation and follow-up training, professional support services 
provided within the provincial systems, classroom practices, the quality, quantity and 
use of learning materials in support of the new curriculum and the level of 
understanding of the new curriculum. 
The report tabled to Asmal by the review committee revealed enormous challenges 
that were facing the implementation of C2005. These challenges will be dealt with in 
detail in the next chapter. The Revised National Curriculum Statement: Grades R-9 
was the end product of the review of C2005. The RNCS is looked into in the 
following subsection. 
1.2.8.2 The Revised National Curriculum Statement: Grades R-9 
 
According to the Revised National Curriculum Statement document (2002), this 
curriculum is written by South Africans for South Africans who hold dear the 
principles and practices of democracy. It encapsulates a vision of teachers and 
learners who are knowledgeable and multi-faceted, sensitive to environmental issues 
and able to respond to and act upon the many challenges that will still confront 
South Africa in this twenty-first century.  
 
At its special meeting on 12 September 1997, the Heads of Education Departments 
Committee recommended the Draft Statement of the National Curriculum for Grades 
R-9 for Ministerial approval. It was referred to and approved by the Council of 
Education Ministers at its meeting on 29 September 1997 as three separate policy 
documents for the Foundation Phase, the Intermediate Phase and the Senior Phase.  
 
At its meeting in June 2000, the Council of Education Ministers then agreed that the 
Statement of the National Curriculum for Grades R-9 should be revised in 
accordance with the recommendations of the Report of the Review Committee (31 
May 2000) to streamline and strengthen Curriculum 2005 (RNCS document, 2002). A 
Ministerial Project Committee to Streamline and Strengthen Curriculum 2005 was 
subsequently established for the task. The process of revision began in January 2001 
with approximately 150 curriculum developers drawn from the educational 
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community. On 30 July 2001, the Draft Revised National Curriculum Statement for 
Grades R-9 (Schools) was released for public comment for a period of three months.  
 
In November 2001, public hearings were held on the curriculum. Once the public 
comment and contributions at the public hearings were received and analysed, the 
curriculum working groups of the Ministerial Project Committee were reconvened in 
December 2001 to incorporate suggested changes for improvement. The revised 
National Curriculum Statement was the result of that process (RNCS document, 
2002:2). The Revised National Curriculum Statement consists of eight Learning Area 
Statements. A Learning Area is a field of knowledge, skills and values which has 
unique features as well as connections with other fields of knowledge and Learning 
Areas. RNCS: grades R-9 was to be implemented in the GET Band and for the FET 
Band the revision of C2005 resulted in the National Curriculum Statement: Grades 
10-12 which will be looked into next.  
 
1.2.8.3 The National Curriculum Statement: Grades 10-12 
 
The National Curriculum Statement consists of 29 subjects. Subject specialists 
developed the Subject Statements which make up the National Curriculum 
Statement. The draft versions of the Subject Statements were published for 
comment in 2001 and then re-worked to take account of the comments received.  
 
In 2002 24 subject statements and an overview document were declared policy 
through Government Gazette. In 2004 five subjects were added to the National 
Curriculum Statement.  
 
In an effort to establish one curriculum statement that stretches from the GET to the 
FET Band, Angie Motshekga, the current Minister of Education, announced the 
National Curriculum Statement: Grades R-12 as a curriculum that combines RNCS: 
Grades R-9 and NCS: Grades 10-12 into a single document. The following subsection 
looks at the NCS: Grades R-12. 
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1.2.8.4 The National Curriculum Statement: Grades R-12 
 
In September 2011 the South African Minister of the Department of Basic Education, 
Minister Angelina Matsie Motshekga, in terms of section 3(4)(1) and 7 of the 
National Education Act, 1996 (Act No 27 of 1996), and after consultation with the 
Council of Education Ministers, approved the National Curriculum Statement: Grades 
R-12 as national education policy (Government Gazette No.34600, 2011:3).  
 
This national education policy is made up of three (3) documents, namely, the 
Curriculum and Assessment Policy Statement, the National Policy Pertaining to the 
Programme and Promotion Requirements of NCS Grades R-12, and the National 
Protocol for Assessment (Government Gazette No.34600, 2011:3). According to this 
gazette, the National Curriculum Statement: Grades R-12 would be implemented as 
follows: 
 
(a)  January 2012 in Grades R-3 and Grade 10; 
(b)  January 2013 in Grades 4-6 and Grade 11; and 
(c) January 2014 in Grades 7-9 and Grade 12. 
 
The RNCS: grade R-9 policy, however would still be effective in Grade 4-6 until 31 
December 2012 and until 31 December 2013 for Grades 7-9. The NCS: Grades 10-12 
policy would still be effective in Grade 11 until 31 December 2012 and until 31 
December 2013 in Grade 12. 
 
The designing processes of C2005 and its revisions were followed by the curriculum 
dissemination stages to introduce each new curriculum statement to teachers in 
preparation for its implementation. Curriculum dissemination within curriculum 
development is the next area of focus. 
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1.2.9 Curriculum Dissemination within Curriculum Development 
 
In Carl’s assertion (2002), the curriculum dissemination phase follows the curriculum 
design phase. In the curriculum dissemination phase the information about the new 
curriculum is intentionally distributed and curriculum consumers are prepared for its 
use. Marsh and Willis (2007) affirm that the term dissemination refers to intentional 
and planned efforts to inform individuals or groups of education practitioners about 
innovation. Carl (2010: 111) states that in the literature, dissemination is regarded 
as synonymous with implementation. He maintains by proclaiming that they should 
in fact be regarded as two separate (although linked) phases. In Carl’s view (2010) it 
is during the dissemination phase that the climate for the envisaged change is 
created and all users are prepared for it. Curriculum dissemination comprises the 
preparation of curriculum utilisers through the distribution or promulgation of 
information, thoughts and concepts in order to make them aware of the envisaged 
curriculum. 
 
1.2.9.1 Significance of the Dissemination Phase in Curriculum 
Development 
 
As a key activity, it is an important strategy for implementing renewal and is a 
prerequisite for meaningful and successful implementation (Carl 2010: 112). Rogers, 
cited in Carl (2010), says that the manner in which the information is disseminated 
often determines how acceptable the curriculum will actually be. According to 
Rogers, the disseminated information may be received in various divergent manners 
and the designers should take this into account in planning their dissemination 
strategies. Rogers identified five divergent attitudes of curriculum consumers and 
depicted them as: enthusiasts, supporters, acquiescers, laggards, and antagonists.  
 
 The enthusiasts are characterised by being energetic, accepting challenges 
and having high ambitions. They are adapted to progress and will participate 
in meaningful innovation. They will also enthusiastically receive and 
implement a newly designed curriculum. 
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 The supporters are less radical, but are also involved with professional 
associations and in-service matters. They are informed as to curriculum 
matters and may easily be persuaded to accept innovation if the design is 
thoroughly planned, well founded and tested. 
 
 The acquiescers are purposeful, but although they are also adapted to 
development, they will not initiate it. They usually make contact only with 
their equals and will follow the path of least resistance. 
 
 The laggards maintain a low profile and are usually sceptical about any 
changes. They are inclined to act dogmatically, are very rigid in their actions 
and will not consider any change unless the majority of their colleagues 
have already accepted it. 
 
 The antagonists are usually loners and will resist any change, new 
curriculum design or revised curriculum even if it is aimed at development. 
Carl (2010) states that the above-mentioned attitudes may vary within the same 
person. He further recommends that any curriculum dissemination strategy should 
take note of these dispositions as they may eventually determine the success of the 
implementation phase,however, the South African curriculum dissemination phases 
have been characterized by problems. To start with, trainers lacked confidence, 
knowledge and understanding to manage the training process. District officials who 
conducted training were criticised for not understanding the terminology themselves 
and for using the teaching methodologies that were not in line with outcomes-based 
education (RCR, 2000 citing Bryanston Primary School, Free State Education 
Department, Gauteng District Training Team, Gauteng Education and Training 
Council, Heine, and Waja submissions). A more detailed account on curriculum 
dissemination will be provided in the next chapter. 
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1.3 Conceptual Framework 
 
Leedy and Ormrod (2010), and Marshall and Rumson (2011) believe that the 
significance of developing a conceptual framework can be attributed to the fact that 
it gives guidance to the study with respect to the experience or views of a 
researcher relating to key operational concepts. 
 
This study revolves around the main concept, ‘complementarity of curriculum design 
and development, and curriculum implementation’. In this study the 
complementarity of curriculum design and development, and curriculum 
implementation refer to the ability of curriculum design and development processes 
to have comprehensive provisions for curriculum implementation. To this end, the 
curriculum development process should complement the curriculum implementation 
process by, among other things, ensuring the involvement of practitioners 
responsible for curriculum implementation in every step of the curriculum 
development process. The implementation of C2005, the first major curriculum 
reform project in South Africa, has been met with various challenges emanating 
from the insignificant teacher involvement in its development stages which led to the 
lack of will to implement, variations in resources, infrastructure, conditions of 
teaching and learning and local and institutional capacity, (RCR 2000),  to mention 
but a few.  
 
The foregoing statement implies a mismatch between the CDD process and 
provisions for curriculum implementation in the South African education system. As a 
concept, curriculum design and development, stated by Gurruao (2010) involves 
planning, implementation and evaluation of curriculum which involve a logical step-
by-step procedure based on managerial or behavioural approaches to curriculum and 
rooted in scientific principles of education, but, in South Africa, since the insertion of 
C2005 there have been three curricula changes, (C2005, Revised National 
Curriculum Statement: Grades R-9, National Curriculum Statement: Grades 10-12, 
and NCS: Grades R-12) which were introduced at different intervals in different 
phases. This means that at one stage or another the system had to cope with 
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curricula that had three different design features at the same time. The accumulated 
tensions and contradictions in the management of these was bound to have a 
negative impact on the performance of the system. These changes in curriculum 
also impinged the smooth curriculum implementation and this study also intends to 
examine the extent to which curricula changes hampered curriculum 
implementation.  
 
This research study is strengthened by the study the researcher completed in 2012 
on challenges faced by educators in the implementation of arts and culture in the 
Revised National Curriculum Statement. The findings of the study overwhelmingly 
exposed the gap between curriculum policy making and curriculum implementation 
(Nobanda, 2012). This study, therefore, is centred on the inception of C2005 and all 
its revisions which were commissioned by different ministers of education at 
different times with the intention to strengthen C2005. 
 
1.4 Problem Statement 
 
The school curriculum in South Africa is facing a lack of alignment between its 
design and development processes, and its actual implementation since the 
introduction of C2005 through to RNCS: grades R-9 and NCS: grades 10-12. This has 
led to several curriculum changes that have taken place since the post apartheid 
regime.  Some of the challenges that confronted C2005, as advocated in the RCR 
(2000), were the impracticability of C2005- the large number of learning areas, the 
excessively technical OBE jargon, the inadequate training provided for teachers, and 
the unavailability of suitable learning and teaching materials, as well as its 
conceptual basis. Many problems and difficulties were experienced in the process of 
training. These related to models, duration and quality of training. Because the focus 
was on orientation to the new terminology, there was little attention paid to the 
substance of OBE or C2005 (RCR, 2000). There were complaints that district trainers 
themselves often did not understand Curriculum 2005 and did not themselves use 
the principles of Curriculum 2005 in their own methodology of training.  
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Problems with learning support materials in support of C2005 ranged from their 
availability, quality and use as well as the training which teachers were given. The 
availability of learning support materials in schools for Curriculum 2005 was uneven. 
The quality varied as a result of design flaws in C2005 and the unreliability of the 
evaluation process. There was, overall, low use of learning materials. The absence of 
basic resources, such as pencils, books, exercise books and duplicating machines in 
many schools exacerbated the problem. Lack of classroom space was also often a 
major constraint on effective use of learning resources.  
 
In his observations as an educator for nineteen years the researcher has noticed 
that not all educators respond to curriculum changes positively.  While some 
teachers accept the changes, with a considerable amount of misgivings, others 
blatantly reject change to the extent of refusing to adopt new policies or even 
quitting the profession. One of the explanations literature provides for the rejection 
of changes and the actual exodus of educators is the confusion and anxiety felt by 
educators due to the rapid changes in curriculum and the mismatch and observable 
gaps between CDD processes and curriculum implementation. This is as a result of 
the exclusion of teachers in the CDD process. Nkonki (2009), focusing on Integrated 
Quality Management System, contends that teachers respond to policy changes in 
various ways. 
 
In the most contexts, during the introduction of C2005 teachers did not have the 
time, resources or skills to develop their own materials (Mohamed 2004). Moreover, 
in this process of changing the curriculum, teachers protested that their participation 
was minimal (Carl, 2005). This overlooking of teachers’ role in CDD contributed to 
the challenges in the curriculum implementation process. Teachers felt officials did 
not value their work. There was a widespread sense that departments and school 
managements provided far too little support and could not in fact support them. 
Provincial and district capacity to implement C2005 and provide support to teachers 
in classrooms was hampered by problems in the organisation of curriculum support 
structures, shortages of personnel, inadequate expertise of personnel and lack of 
resources for supporting C2005.  
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As its predecessor, the RNCS: Grades R-9 was faced with many challenges, some of 
which were more like those of C2005. Some of the challenges that faced RNCS as 
noted by Lawrence and Moyo (2009) were: minimal training on the curriculum which 
spread over thousands of teachers in a very short space of time, a serious 
misunderstanding of new terminology, and a lack of adequate resources for 
curriculum introduction. Other challenges included too much paperwork, teacher 
workload and administrative burden (Dada, Dipholo, Hoadley, Khembo, Muller & 
Volmink, 2009). The new paperwork brought in by the new curriculum involved 
drawing up of learning programmes for the phase and having work schedules. 
Educators were not well versed in the drawing up of these learning programmes as 
they were used to making a scheme of work after looking at the prescribed syllabus. 
Moreover, there were many controlled tasks to be administered, marked and 
recorded for external continuous assessment (CASS) moderations and common 
paper assessment without any provision of pace setters. This lack of provision of 
pace setters implied that educators were not going to proceed at the same pace and 
this contributed to high levels of underperformance in learner assessment. 
 
It is for these reasons that the researcher undertook to examine the 
complementarity of CDD and curriculum implementation in the South African 
education system since the introduction of C2005 to NCS: Grades R-12, in an 
attempt to highlight the gaps and mismatches that may exist. 
 
1.5 Research Questions 
 
In order for me to find solutions or answers to the research problem stated above, 
the following main research question will be posed: 
 
What complementarities existed between the process of curriculum design and 
development, and curriculum implementation in South Africa? 
From the foregoing main question, the following sub-questions are derived: 
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1 What was the connection between curriculum designing and curriculum 
introduction? 
2 What role did teachers and parents play in the South African curriculum 
design and development process? 
3 What role did other stakeholders, namely, the DoE, School Management 
Team (SMT), and parents play in assisting teachers with curriculum 
implementation? 
4 What preparation measures did the Department of Education undertake to 
ensure educator readiness for curriculum implementation? 
5 How relevant was the support to the challenges that educators faced? 
 
1.6 Aims of the study 
 
This study aimed at examining the complementarity of curriculum design and 
development, and also curriculum implementation in South Africa through teachers’ 
experiences in the Libode schools of the Eastern Cape Province as a case in the 
study.  
 
1.7 Research Objectives    
 
This study intends to achieve the following objectives: 
1.Investigate the connection which existed between designing, preparation and 
curriculum introduction in terms of teacher training and availability of resources. 
2. Establish the role played by teachers and parents in the South African CDD. 
3. Investigate the role played by the other stakeholders in assisting teachers with 
   curriculum implementation. 
4. Explore the measures which were undertaken by the DoE in preparing educators  
     to ensure readiness for curriculum implementation. 
5. Scrutinise the relevance of the support that educators got to help them cope with 
   the curricula implementation. 
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1.8 Rationale for the Study 
 
In 2012 the researcher completed a study on the challenges faced by educators in 
the implementation of the arts and culture learning area in the Revised National 
Curriculum Statement. The findings of my study implied that there was a huge gap 
between curriculum development processes and the provisions for successful 
implementation of the developed curriculum. After reviewing literature and analyzing 
the data the researcher had collected it became clear that a gap existed between 
curriculum design and development processes and the actual curriculum 
implementation.  
 
Akrofi and Flolu (2007) concur with this assertion by saying that in both South Africa 
and Ghana the gap between political initiatives and documents, on one hand, and 
curriculum innovation and implementation, on the other, is still very wide and needs 
to be bridged. They move on to say that the absence of a systematic and critical 
investigation into the developmental innovations and their outcomes in both 
countries clearly obstructs their efforts at generating a focused and meaningful 
curriculum-renewal process. Both Akrofi and Flolu (2007) advocate a need for a 
sustained dialogue between government and educational policy makers, on the one 
hand, and curriculum developers and implementers, on the other. In the light of this 
the researcher is hoping to highlight the gap between the South African CDD 
process and the actual curriculum implementation in the rural schools of the Libode 
Mega-District. The researcher hopes that after highlighting the gap, necessary 
strategies of combating the existing problems will be developed. 
 
1.9 Significance of the Study 
 
The researcher believes that the undertaking of this investigation may benefit 
curriculum developers, curriculum implementers (that is, educators) and the 
learners. Curriculum developers may benefit by seeing the need for involving 
teachers in the curriculum design and development processes, thorough preparation 
and the necessity for doing a feasibility study, which a study conducted by Nobanda 
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in 2012 found this involvement to be lacking, before introducing a new curriculum. 
Educators may benefit by getting involved in the process of designing and 
developing the curriculum and also getting the necessary assistance to enable them 
to cope with changes in the curriculum. This may, in turn, benefit learners by 
affording them an opportunity to be taught by well-trained curriculum implementers 
and that would lead to the realization of the aims and objectives of the curriculum. 
This study can also serve as a source of reference for other studies pertaining to 
curriculum implementation in other provinces in general, and in the Eastern Cape, in 
particular. This information may be pertinent in the invention of strategies of 
investigating prevailing challenges in the introduction and implementation of a new 
curriculum. The present study also contributes new knowledge and an alternative 
model to mitigate the shortfalls in previously used models as advocated in the 
literature on the South African CDD endeavors.  
 
1.10 Delimitations of the Study 
 
Complementarity between the theoretical part of curriculum design and development 
and the practical part of curriculum implementation are the area of interest in this 
project. This study is restricted to the rural schools of the Libode District in the 
Eastern Cape Province of South Africa in both the GET and FET Bands. All educators 
who were already working during the insertion of C2005 in the Libode District 
schools were the target population with sixty educators randomly selected to be the 
sample. The participants in this study were randomly sampled from thirty schools 
and the findings have been generalised.  
 
1.11 Definition of Key Terms 
 
 Curriculum  
 
According to Hewitt (2006), the word curriculum means the composite of content 
(e.g. science literacy) provided to learners as required by an authorized body 
responsible for schools and schooling usually under state law. In this study 
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curriculum refers to the body of knowledge learners need to acquire during their 
learning experience. 
 
 Curriculum Design 
 
Gurruao (2010) states that curriculum design refers to how the major components of 
the curriculum are conceptualized and arranged to provide guidance and direction as 
one develops the curriculum. The same view is upheld in this study. 
 
 Curriculum Development 
 
According to Gurruao (2010), curriculum development involves planning, 
implementation and evaluation of curriculum. It is a logical step-by-step procedure 
based on managerial or behavioural approaches to curriculum and is rooted in 
scientific principles of education. In this study, the aspect of implementation is 
excluded from the development process because, according to Rampasad (2001) 
and Carl (2005), this is the only aspect of curriculum development in which teachers 
were involved. Thus, curriculum development involved planning and evaluation of 
curriculum in this study. 
 
 Curriculum Implementation  
 
Dagalea (2013) states that curriculum implementation is the process of putting into 
practice the officially prescribed courses of study, syllabuses and subjects. It involves 
helping a learner acquire knowledge or experience. The same view is upheld in this 
study. 
 
 Rural schools 
 
Rural schools refer to those schools which are located in rural areas characterized by 
poor infrastructure, inadequate resources and services (Gobingca, 2004, p.5). The 
same view is upheld in this study. 
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 General Education and Training Band 
 
 According to the South African Qualifications Authority (SAQA) Act No 38 of 1995, 
as well as in this study, GET band refers to those schools that form the General 
Education and Training Certificate Band which starts from grade R to grade 09. 
 
 Further Education and Training Band 
 
According to the South African Qualifications Authority (SAQA) Act No 38 of 1995, as 
well as in this study, FET band refers to those schools that form the Further 
Education and Training Certificate Band which starts from grade 10 up to grade 12. 
 
 Complementarity   
 
Complementarity is defined as a relationship or situation in which two or more 
different things improve or emphasize each other’s quality. In this study 
complementarity refers to the relationship between curriculum design and 
development, and curriculum implementation. 
 
1.12 Research methodology followed in this study 
 
In conducting the study the researcher used mixed methods. According to Creswell 
and Clark (2007, p.5), its central premise is that the use of quantitative and 
qualitative approaches in combination provides a better understanding of research 
problems than either approach alone. This combination of methods has helped the 
researcher to establish the degree of congruence between the verbal responses 
gathered through the use of qualitative design and the statistical evidence proffered 
in the quantitative data collection and analyses. The use of quantitative design has 
also been important for enabling statistical analyses of data so as to establish the 
extent to which educators view the complementarities between CDD and curriculum 
implementation. 
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1.13 Conclusion 
 
This chapter has dealt with the introduction, background, curriculum reform, 
curriculum design and development, curriculum design and development in South 
Africa and curriculum dissemination. This chapter also dealt with the conceptual 
framework, problem statement, research questions, aims of the study, research 
objectives, rationale for the study, significance of the study, delimitations of the 
study, definitions of key terms and a brief methodology section. The next chapter 
deals with the review of literature. 
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Chapter 2: LITERATURE REVIEW 
 
2.1 Introduction 
 
This chapter deals with the review of literature pertaining to complementarities 
between curriculum design and the development process and curriculum 
implementation. In reviewing literature, the focus has been directed toward ways in 
which literature conceptualizes prevailing complementarities, or lack thereof, 
between curriculum design and development processes and curriculum 
implementation only in the Libode schools. The examination of complementarities 
has been situated within the broad ambit of the factors ushered in by the post-1994 
dispensation in South Africa, chief among which is the connection between the CDD 
process and curriculum implementation, the role played by educators in the CDD 
processes since the insertion of C2005, RNCS Grades R-9 in the GET Band and NCS 
Grade 10-12 in the FET Band, and NCS Grades R-12, as well as the effects of 
curricula changes on curriculum implementation. The focus on complementarities, or 
lack thereof, has been dealt with through examining curriculum development in 
South Africa, teacher involvement in South African CDD, teacher training, availability 
of human and material resources and infrastructure, assistance given to educators 
as curriculum implementers, and the effect of constant curricula changes on 
curriculum implementation. Before embarking on the aforesaid aspects the 
researcher will first look at the significance of curriculum development.  
 
2.2 Significance of Curriculum Development 
 
This sub-section gives a synopsis on the importance of curriculum development so 
as to give an overview of the rationale for curriculum development. The C2005 
document states: 
  
It is now accepted that successful modern economics and societies require citizens with a 
strong foundation of general education; with the desire and ability to continue to learn, to 
apply and to develop new knowledge, skills and technologies; to move flexibly between 
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occupations; to accept responsibility for personal performance; to set and achieve 
appropriate standards, and to work co-operatively.  
 
To realize this, a good curriculum development process and the delivery of learning 
content should be at the core of this endeavor. Such a curriculum should not just be 
good on paper; it should be accompanied with a programme of implementation 
which will ensure that the objectives of the curriculum are realized. Stenhouse 
(1975) argues that as a minimum, a curriculum should provide a basis for guidance 
as to the feasibility of implementing the curriculum in varying school contexts, pupil 
contexts, environments and peer-group situations. Also, it should provide 
information about the variability of effects in differing contexts and on differing 
pupils and an understanding of the causes of the variations. If Stenhouse’s 
affirmation is something to be considered in curriculum development challenges will 
over-cloud curriculum implementation if meticulous consideration has not been 
given. The following sub section looks at challenges that may arise in curriculum 
development. 
 
2.3 Challenges in Curriculum Development 
 
The Alberta Education document (2012) espouses that curriculum development, as a 
process, continually strives to find newer, better, more effective and efficient means 
of improving the quality and relevance of education. As such, processes for 
curriculum development include reviewing, planning, developing, implementing and 
maintaining curriculum. Van den Akker (2007), states that a major challenge is to 
define the components that will comprise the curriculum. The three major planning 
elements involve content, purpose and organization of learning. Cedefop (2012) 
cautions that as much as it is important to involve various stake holders in the CDD 
process, their involvement has a potential to yield some challenges; for example, 
there is likely to be a conflict of interest between stakeholders; however, processes 
can be developed to negotiate or reconcile any differences – at least to some 
degree. Stakeholders sometimes disagree with respect to issues of image presented 
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by qualifications, with respect to social and occupational mobility and with respect to 
how qualifications might influence entry standards.  
 
The conflict of interest is heightened when the functions of qualifications or curricula 
are multiple and more diverse stakeholders are involved; for example, if 
qualifications or curricula are intended both to signal competences to the labour 
market and to determine the competition for places in higher education.  
 
Alberta Education (2012) states that additional challenges in curriculum development 
often arise from gaps between the intended curriculum (policy, vision, rationale and 
philosophy underlying a curriculum), the implemented curriculum (curriculum as 
interpreted by school administration and teachers; the process of teaching and 
classroom practices) and lastly, the attained curriculum (learning as experienced by 
learners, resulting from defined learning outcomes for students). Alberta Education 
also advocates that if a curriculum revision process is overly ambitious, is carried out 
within short timelines and is within an environment of low investment in teachers, 
problems will inevitably arise. Unfortunately, the South African CDD has embraced 
all the weaknesses advocated in the latter statement by Alberta Education. To start 
with, all the confusing and contradictory OBE technical jargon embedded within 
C2005, as noted in Jansen (1998), boarders on the overly ambitious C2005. 
Secondly, studies conducted in other parts of the country have found that teacher 
training in preparation for curriculum implementation has been poor, conducted in a 
very short space of time, and with few resources to support curricula implementation 
(Naong, 2012; Jacobs & Chalufu, 2003; Motseke, 2005). 
 
Levin (2007) cautions that a particular curriculum may include knowledge and 
require pedagogy that teachers may or may not have. Despondently, in the South 
African situation, C2005 included knowledge, and also required pedagogy that many 
teachers did not have. Testifying to my argument, Jansen (1999) believes that 
C2005 was based on flawed assumption that South Africa has teachers that could 
interpret and make sense of C2005’s terminology. Levin also says that to address 
this problem, education systems need to provide professional development for 
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teachers, but it is highly unlikely, given the amount and variety of curriculum 
content, that the education systems can provide enough support to enable most 
teachers to teach most subjects with a very high level of content and pedagogical 
knowledge. Moreover, according to Alberta Education, if there is poor planning and 
linking with other system components, such as assessment programs and learning 
and teaching resources, problems will arise. 
 
Before embarking on curriculum design and development in South Africa the 
researcher will start by looking at the models for curriculum development. 
 
2.4 Curriculum Development Models   
 
In Gurruao’s view a curriculum model is a plan of action that can be employed to 
structure a subject or knowledge area from a theory into practice. Mishra (2012) 
perceives a curriculum model as a format for a curriculum design developed to meet 
needs, contexts and/or purposes. Mishra continues by saying that in order to 
address these goals curriculum developers design, reconfigure or rearrange one or 
more key curriculum components. Gordon (1997) and Oliva (2001) define a model 
as an essential pattern serving as guidelines for action. Gordon states that individual 
models are often refined or revised due to the current trends that are impacting the 
educational climate. He suggests, therefore, that practitioners have a responsibility 
to understand the essential components of curriculum models.  
 
Gurruao’s curriculum development model definition resonates appropriately for the 
purpose of this study for the reason that it takes into account the two important 
variables, theory and practice, which the researcher intends to examine 
complementarities between them. 
 
In curriculum development, Gurruao states, it is imperative to consider various 
models for the following reasons: to keep the educational system up to date with 
prevailing advancements in various subjects; to reduce the gap between actual 
output and required output; to adopt a blended mode of education; to offer more 
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meaningful education; to offer international standards so that credit transfers, 
students, faculty exchange programmes can take place. Gurruao also states that 
new curriculum models should be considered when: the gap between existing and 
expected outcomes is noticeable; adoption of new advancements becomes essential 
to carry forward and a new methodology such as a blended mode of education 
demands change of curriculum. 
 
Various curriculum development models that are going to be explored in this study 
include, but are not limited to, the Tyler model, the Oliva model and the Saylor and 
Alexandra model. In Gordon’s opinion (1997) the Tyler, and Oliva models which he 
describes are mostly linear; that is, they propose a certain order or sequence of 
progression through the various steps. The term “linear”, explains Gordon, is used 
for models whose steps proceed in a more or less sequential, straight line from 
beginning to end. The next subsection looks at the Tyler model. 
 
2.4.1 The Tyler Model 
 
The Tyler Model, is one of the well-known models for curriculum development 
known for the special attention it gives to the planning phases (Gordon 1997, Oliva 
2001, and Mishra 2011). The Tyler Model, according to Gordon, is a deductive model 
in character for it proceeds from the general (examining the needs of society, for 
example) to the specific (specifying instructional objectives). Tyler recommends that 
curriculum planners identify general objectives by gathering data from three 
sources: the learners; contemporary life outside the school and subject matter. After 
identifying numerous general objectives, the planners refine them by filtering them 
through two screens: the philosophical screen; the psychological screen 
 
 
 
Figure 2.1 adopted from Gamit and Viray (2008) depicts Tyler’s Model for curriculum 
development with special attention to the planning phases. 
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Sources  Sources  Sources 
Student 
 
Society Subject 
 
 
 
Tentative general objectives 
 
  
Screen 
Philosophy of 
Education 
 
 Screen 
Psychology of 
Learning 
 
Precise 
Instructional 
Objective 
 
Figure 2.1 Tyler’s Model for curriculum development adopted from Gamit and Viray, 
2008 p. 4 
 
In the Tyler Model, the general objectives that successfully pass through the two 
screens become what are now popularly known as instructional objectives (Gordon 
1997).  
 
From the sources, the curriculum planner turns to the subject matter, the disciplines 
themselves. From the three aforementioned sources, curriculum planners derive a 
multiplicity of general or broad objectives. Once this array of possible objectives is 
determined, a screening process is necessary to eliminate unnecessary and 
unimportant and contradictory objectives. Tyler advises the use of the schools 
educational and social philosophy as the first screen of these goals. In the 
philosophical screen Tyler advises teachers of a particular school to formulate 
educational and social philosophy and to outline values by emphasizing four 
democratic goals: the recognition of every individual as a  human being regardless 
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of his race, national, social and economic status; opportunity for wide participation in 
all phases of activities in the social groups in the society; encouragement of 
variability rather than demanding a single type of personality; faith and intelligence 
as a method of dealing with important problems rather than depending upon the 
authority of an autocratic or aristocratic group. 
 
In the psychological screen, the teachers must clarify the principles of learning that 
they believed to be sound. A psychology of learning as emphasized by Tyler not only 
includes specific and definite findings but it unifies formulation of theory of learning 
which helps to outline the nature of the learning process, how it takes place, under 
what conditions, what sort of mechanism operate and the like. Tyler explains the 
significance of the psychological screen in the following statements: Knowledge in 
the psychology of learning enables us to distinguish changes in human beings that 
can be expected to result from a learning process from those that cannot; 
knowledge in the psychology of learning enables us to distinguish goals that are 
feasible from those that are likely to take a very long time or are almost impossible 
to attain at the age level contemplated; psychology of learning gives us some idea of 
the length of time required to attain an objective and the age levels at which the 
effort is most efficiently employed. Tyler’s model describes three more steps in 
curriculum planning: selection, organization and evaluation of learning experiences. 
He defines learning experiences as “the interaction between the learner and the 
external conditions in the environment to which he can react”. Teachers must give 
attention to learning experiences in order to: develop skills in thinking; help in 
acquiring information; help in developing social attitudes and help in developing 
interest. Booyes and du Plessis (2012) conclude by pointing out that Tyler’s ideas 
regarding teaching would be that the educator must specify the educational 
purposes by listing the behavioural objectives, then select content and teaching 
activities that fit the objectives, let teachers implement this prescription and end 
with assessing whether the learners have met the objectives. 
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According to Wamaungo (2012) the steps in the Tyler model can be summarized as 
shown in figure 2.2 below: 
 
 
 
 
  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 2.2 Steps in the Tyler model adopted from Wamaungo 2012 p. 7 
 
From the Tyler model explained above the researcher will now move to the Oliva 
model. 
 
 
2.4.2 The Oliva Model 
 
The Oliva Model is a deductive model that offers a faculty a process for the complete 
development of a school’s curriculum. Oliva recognized that the needs of students in 
particular communities are not always the same as the general needs of students 
throughout our society (Gordon, 1997; Wamaungo, 2012). In the Oliva Model a 
faculty can fashion a plan: for the curriculum of an area and to design ways in which 
it will be carried out through instruction; to develop school-wide interdisciplinary 
programs that cut across areas of specialization such as career education, guidance 
and class activities; for a faculty to focus on the curricular components of the model 
to make programmatic decisions and to allow a faculty to concentrate on the 
 Society Philosophy 
Sources Subject matter Tentative 
objectives 
Screens Precise 
objectives 
Learner Philosophy 
Selected 
experiences 
Evaluation 
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instructional components. Wamaungo moves on to state that the Oliva curriculum 
development model is composed of twelve components, namely: 
Component 1: Philosophical formulation, target, mission and vision of the 
                        institution. 
Component 2: Analyses of the needs of the community where the school is 
                        located. 
Component 3 and4: General purpose and specific-purpose curriculum. 
Component 5: Organizing the design and implement curriculum. 
Component 6 and 7: Describing the curriculum in the form of the formulation of  
                                  general objectives and specific learning.  
Component 8: Defining the learning strategy. 
Component 9: Preliminary studies on possible strategies or assessment 
                        techniques to be used. 
Component 10: Implementing the learning strategy.  
Component 11 and 12: Evaluation of learning and curriculum evaluation. 
 
To make the Oliver model simpler Wamaungo sets it out in seventeen specific steps 
which are outlined as follows: Specify the needs of the students in general; specify 
the needs of the society; write a statement of philosophy and aims of education; 
specify the needs of students in your school; specify the needs of a particular 
community; specify the needs of the subject matter; specify the curriculum goals of 
your school; organize and implement the curriculum; specify instructional goals; 
specify instructional objectives; specify instructional strategies; begin the selection of 
evaluation techniques; implement instructional strategies; make final selection of 
evaluation techniques; evaluate instruction and modify instructional components and 
evaluate the curriculum and modify curricular components. 
 
2.4.3 The Saylor and Alexandra Model 
 
Saylor and Alexandra viewed curriculum development as consisting of four steps. 
According to them, curriculum is “a plan for providing sets of learning opportunities 
to achieve broad educational goals and related specific objectives for an identifiable 
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population served by a single school centre” (Gordon 1997, Gamit & Viray 2008). 
The four steps that constitute curriculum development as advocated by Saylor and 
Alexandra are: Goals, objectives and domains; curriculum designing; curriculum 
implementation and evaluation  
 
Goals, Objectives, and Domains: The model indicates that curriculum planners 
begin by specifying the major educational goals and specific objectives they wish to 
accomplish. Each major goal represents a curriculum domain and they advocate four 
major goals or domains: personal development, human relations, continued learning 
skills, and specialization. The goals, objectives and domains are selected after 
careful consideration of several external variables such as findings from educational 
research, accreditation standards, views of community groups and others. 
 
Curriculum Designing: Once the goals, objectives and domains have been 
established, planners move into the process of designing the curriculum. Here a 
decision is made on the appropriate learning opportunities for each domain and how 
and when these opportunities will be provided. Will the curriculum be designed along 
the lines of academic disciplines, or according to student needs and interests, or 
along themes? These are some of the questions that need to be answered at this 
stage of the development process. 
 
Curriculum Implementation: After the designs have been created the next step 
is the implementation of the designs by teachers. Based on the design of the 
curriculum plan, teachers specify instructional objectives and then select relevant 
teaching methods and strategies to achieve the desired learning outcomes among 
students in the classroom. 
Evaluation: Finally, curriculum planner and teachers engaged in evaluation must 
choose from a wide variety of evaluation techniques. The model proposed that 
evaluation should be comprehensive, using a variety of evaluation techniques. 
Evaluation should involve the total educational programme of the school and the 
curriculum plan, the effectiveness of instruction and the achievement of students. 
Through the evaluation process, curriculum planner and developers can determine 
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whether or not the goals of the school and the objectives of instruction have been 
met. 
Figure 2.3 shows the curriculum process in the model of Saylor and Alexander 
 
Bases (external variables) 
 
Goals,objectives 
and domains 
 
                                              Curriculum plan  
                                (Arrangement of internal variables by planners responsible 
                                 for plans to achieve within each curriculum domain selected 
                                 in the entire plan, the particular goals and objective for each 
                                 domain and the total plan). 
Curriculum designing 
 
Decisions as to designs 
made by the responsible 
curriculum planning groups 
for a particular school 
center. Various prior 
decisions by political and 
social agencies may limit 
the final designs 
 
Curriculum implementation 
(Instruction) 
Decision as to instructional 
modes made by the respon- 
sible teachers. The 
curriculum plan includes 
alternative modes with 
suggestion as to resources 
media, organization, thus, 
encouraging flexibility and 
more freedom for the 
teachers and students 
Curriculum evaluation 
 
Decision as to evaluative 
procedures for determining 
learner progress made by 
responsible teachers. 
Decision as to evaluative 
procedures for evaluating 
the curriculum plan made 
by responsible planning 
group. Evaluative data 
become bases for decision 
making in further planning. 
 
    
 (Feedback) 
 
Figure 2.3: The Saylor and Alexander model adopted from Gamit & Viray 2008 p. 11  
 
The researcher will now look at how South Africa navigated her way through her 
curriculum design and development. 
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2.5 Curriculum Design and Development in South Africa 
 
The South African government began the process of developing a new curriculum for 
the school system in 1995. According to the NCS: Grades 10-12 document there 
were two imperatives for this. First, the scale of change in the world, the growth and 
development of knowledge and technology and the demands of the 21st Century 
required learners to be exposed to different and higher level skills and knowledge 
than those required by the existing South African curricula. Secondly, South Africa 
had changed. The curricula for schools, therefore, required revision to reflect new 
values and principles, especially those of the Constitution of South Africa 
(Department of Education, 2007). 
 
This started with the introduction of C2005 in the foundation phase of the GET Band 
in 1997 by Professor Sibusiso Bengu who was the South African education minister 
at that time. Curriculum 2005 was regarded as a key project in the transformation of 
South African society. C2005 was directed towards achieving a prosperous, truly 
united, democraticand internationally-competitive country with literate, creative, and 
critical citizens leading productive, self-fulfilled lives in a country free of violence, 
discrimination and prejudice (South African Department of Education, 1997). C2005 
arose out of coalition processes designed to ensure the integration of education and 
training through the National Qualifications Framework (NQF). As an assessment, 
qualifications, competency and skills-based framework, it encouraged the 
development of a curriculum model aligned to the NQF in theory and practice. This 
model drew on a variety of ideas current in the international arena and reshaped 
them to fit local conditions. Included amongst these was that of outcomes-based 
education. According to Spady (1994), outcomes based education means clearly 
focusing and organizing everything in an educational system around what is 
essential for all students to be able to do successfully at the end of their learning 
experiences. This means starting with a clear picture of what is important for 
students to be able to do, then organizing curriculum, instruction and assessment to 
make sure this learning ultimately happens. Local conditions and social realities 
themselves, in turn, shaped consequent developments. With the new curriculum 
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South Africa moved from an emphasis on learning content to specific outcomes and 
from the memorization (rote learning) of facts to the demonstration of outcomes 
(Spady & Marshall 1991:61).  
 
Curriculum 2005 was not implemented onto a blank slate but in a context of 
immensely complex social inequalities and realities and diverse educational politics. 
These included, most importantly, a long history of radical and transformative 
educational ideas and practices. It is this process of indigenisation through policy 
formulation and implementation - what has become of Curriculum 2005 and the 
ideas that underpin it (RCR, 2000: 3).As the first major curriculum statement of a 
democratic government, C2005 signalled a dramatic break from the past. No longer 
would curriculum shape and be shaped by narrow visions, concerns and identities. 
No longer would it reproduce the limited interests of any one particular grouping at 
the expense of another. It would bridge all, and encompass all. Education and 
training, content and skills, values and knowledge: all would find a place in 
Curriculum 2005 (RCR, 2000:2). 
 
Key moments in the emergence of Curriculum 2005 included: the syllabus revision 
and subject rationalisation processes of the National Education and Training Forum 
immediately following the election in 1994; the development of the National 
Qualifications Framework prior to and immediately after the election resulting in the 
establishment of the South African Qualifications Authority in October 1995 which 
became operational in 1996; the endorsement of the principles of the NQF in the 
White Paper on Education in Training (1995); it argued that successful modern 
economies and societies require citizens with a strong foundation of general 
education, with the desire and ability to continue to learn, adapt to, and develop 
new knowledge, skills and technologies, move flexibly between occupations, take 
responsibility for personal performance, set and achieve high standards and work 
cooperatively; the creation of two curriculum advisory bodies (the National 
Curriculum Development Committee in 1995 and the Curriculum Management 
Committee in 1996), which initiated two investigations that produced a new 
curriculum framework for General Education and Training; the approval by the 
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Council of Education Ministers of the new curriculum framework produced by the 
National Curriculum Development Committee in February 1996, the 
operationalisation of the new national curriculum process in the General Education 
and Training Phase in 1996; the preparation of illustrative learning programmes and 
other documents and materials as well as training of trainers in 1997; the 
implementation of a national pilot, as well as a national in-service education 
programme for teachers at 30 schools between 1 July and 31December 1997 and 
implementation in 1998 
 
When Bengu, the then South African Minister of Education announced the 
introduction of the new curriculum in 1995, implementation was scheduled for all 
grades (1-12) by the year 2000. In 1997 the implementation time-table was revised 
to 2005 and, in line with this, the new curriculum became known as Curriculum 
2005. In 1999 Minister Bengu’s successor, Kader Asmal, appointed a committee to 
review progress in the implementation of C2005. In particular, the Minister sought a 
substantive review of the new curriculum and its implementation; the rationale for 
and viability of the learning areas, learning programmes and phase organisers, the 
range of knowledge to be covered, the assessment criteria and expected levels of 
learner achievement and the rationale for and the viability of the sixty six specific 
outcomes to be achieved in relation to critical outcomes (Asmal, 2000). The report 
also states that, in addition, the Minister said that he wished to receive an evaluation 
of and recommendations on the implementation of the new curriculum in the 
Foundation Phase and in Grade 7.  
 
This, according to Asmal, should cover field testing, teacher orientation and follow- 
up training, professional support services provided within the provincial systems, 
classroom practices, the quality, quantity and use of learning materials in support of 
the new curriculum and the level of understanding of the new curriculum. The brief 
was to review Curriculum 2005 and not outcomes-based education. The Review 
Committee was given a time-frame to the end of May 2000 to investigate these 
issues. The report tabled by the review committee on 6th June 2000 to the minister 
was critical of both the impracticability of C2005: the large number of learning areas; 
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the excessively technical Outcome Based Education (OBE) jargon; the inadequate 
training provided for teachers; the unavailability of suitable teaching and learning 
materials as well as its conceptual bases (Chisholm, Volmink, Ndhlovu, Potenza, 
Mahomed, Muller, Lubisi, Vinjevold, Ngozi, Malan & Mphahlele, 2000).   
 
In corroboration with the RCR Spady and Marshall state that a number of problems 
in C2005 presented themselves: teachers were not well trained; there was a 
shortage of resources as well as a lack of support from government. Implementation 
of the curriculum was hampered by the fact that the authorities seemed to be 
always chopping and changing the curriculum. A study conducted in Limpopo by 
Badugela (2012) found that there was a need for better prepared educators due to 
the fact that most of them, especially in the previously-disadvantaged groups, were 
inadequately prepared for basic teaching, let alone comprehending the new 
curriculum process. Jansen (1998) advocates that the language of innovation 
associated with OBE was too complex, confusing and at times contradictory. A 
teacher attempting to make sense of OBE did not only have to come to terms with 
more than 50 different concepts and labels but also had to keep track of the 
changes in meaning and priorities afforded to these different labels over time. 
Jansen also acknowledges the lack of a detailed plan on how these new ideas would 
be implemented in under-resourced classrooms.  
 
A study conducted by Naong (2012) on reflections of teacher perceptions regarding 
curriculum change found that teachers had not been properly prepared for OBE. The 
study also revealed that the knowledge base, concept understanding and general 
capacity of many teachers were below par before the introduction of OBE. De Waal 
(2004) noted the frustration of both teachers and learners caused by the lack of 
resources which made the curriculum reform unsuccessful. RNCS Grades R-9 for the 
GET Band and NCS Grades 10-12 for the FET Band were the end products of the 
review of C2005. RNCS Grads R-9 and NCS Grades 10-12 experienced a problem 
with the enormous amount of work with which teaching and learning had to cope. 
This resulted in these two curricula being revised so as to ensure their practicability 
in teaching and learning situation. The revision of these two curricular gave birth to 
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NCS Grade R-12 which is the current curriculum provided in South African schools 
today. Several scholars have suggested operational models on curriculum 
development. Some of these models have been used in developing C2005 and the 
next sub section looks at those models.   
 
2.5.1 CDD Models used in C2005 
 
According to Booyes and du Plessis (2012), C2005 encompasses certain aspects of 
Ralph Tyler’s objectives (product) model of curriculum design and development, 
Lawrence Stenhouse’s process model, and Paolo Freire’s pedagogy of the oppressed. 
 
2.5.1.1 The Tyler Model 
 
According to Booyes and du Plessis (2012), Tyler assumed learning to be the 
ultimate purpose of schooling and a curriculum should therefore be designed in such 
a manner that effective learning can take place. In corroboration with Booyes and du 
Plessis, Stenhouse (1975) states that in Tyler’s view the school is a purposive 
institution and education an intentional activity. In other words, an educational 
institution is there to serve a purpose of holistically developing learners by imparting 
knowledge through learning. Booyes and du Plessis believe that Tyler held the linear, 
technical production perspective that educational decisions be made objectively, 
primarily by experts with specialised knowledge. In Booyes and du Plessis’s view 
Tyler based educational decision-making on the determination of ends before 
deciding on means. Tyler’s curriculum involved a planning, implementation and 
evaluation aspect. He suggested the following be considered in curriculum planning: 
 
 Decide what educational purposes the school should seek to attain. Purposes 
or objectives should be derived from systematic studies of the learners and 
contemporary life in society, and from expert advice and analyses by subject 
specialists. 
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 Determine what educational experiences can be provided that most likely will 
attain the indicated purposes. Experiences should be consistent with the set 
objectives. Educational experiences are justified by the objectives that they 
serve. 
 
 Find ways to organise the educational experiences effectively. Experiences 
should build on one another and enable learners to understand the relation 
among their learning activities. To create such a cumulative effect, attention 
should be given to the sequence of experiences within a subject field, for 
instance mathematic, and to integration of knowledge across fields. There are 
certain concepts, skills and values which are sufficiently complex to require 
repeated study in increasing degrees of sophistication. The application of 
these concepts can be broad and pervasive enough to enable students to 
relate one field with another. 
 
 Determine whether the educational purposes are being attained. Behavioural 
evidence should be the criterion for assessing whether the objectives of the 
curriculum have been attained. Objective evaluation instruments like tests, 
questionnaires and work samples can be used. Evaluation (assessment) is 
necessary to find out whether learning experiences actually produced the 
intended results (Booyes and du Plessis, 2012). 
 
In corroboration with Booyes and du Plessiss, Gamit and Viray (2008) see the 
chronological steps in the Tyler model for curriculum development as illustrated as 
follows: Selection of learning experiences, Organization of learning experiences, 
Direction of learning experiences, and Evaluation of learning experiences. In 
addressing the concern of how best to formulate one’s purposes as a practical guide 
to action and the problem of stating objectives in a form to be helpful in selecting 
learning experiences and in guiding teaching, Tyler reviewed three approaches and 
proposed a fourth (Stenhouse, 1975). These approaches can be laid out as follows: 
Firstly, one may specify things the instructor is to do. Tyler argued that the difficulty 
of an objective stated in the form of activities to be carried on by the teacher lies in 
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the fact that there is no way of judging whether these activities should really be 
continued. They are not the ultimate purpose of the educational programme and are 
not, therefore, really the objectives. Secondly, one may list topics, concepts, 
generalisations, or other elements of content that are to be dealt with. Tyler 
regarded such specifications as unsatisfactory objectives since they do not specify 
what the students are expected to do with these elements. Thirdly, one may specify 
generalised patterns of behaviour such as to develop critical thinking or to develop 
social attitudes. Furthermore, according to Stenhouse, Tyler argues that it is unlikely 
that such patterns of behaviour generalise and that it is necessary to specify the 
content to which the behaviour applies. 
 
Stenhouse says that Tyler, after reviewing these approaches, proposed that the 
most useful form for stating objectives is to express them in terms which identify 
both the kind of behaviour to be developed in the student and the content or area of 
life in which this behaviour is to operate. Tyler believed that one can define an 
objective with sufficient clarity if one can describe or illustrate the kind of behaviour 
the student is expected to acquire so that one can recognise such behaviour if one 
sees it. Booyes and du Plessis (2012) explicate that Tyler’s ideas regarding teaching 
would be that the teacher must specify the educational purposes by listing the 
behavioural objectives, then select content and teaching activities that fit the 
objectives, let teachers implement this prescription and end with assessing whether 
the learners have met the objectives.  
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Tyler’s ideas are depicted in Figure 2.4 adopted from Booyes and du Plessis (2012). 
 
Figure 2.4 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 2.4: The means-end rational in Tylerian planning adopted from Booyes and 
du Plessis 2012 p. 9 
 
This means-end reasoning process should be a logical thinking and planning process 
where the evaluation serves not only as the primary justification for the objectives 
(means), but also as the starting point in planning. This means that there is a 
clearly-definable cause which results in an effect. Booyes and du Plessis state that 
Tyler would always ask: “How can one decide on educational means by referring to 
the educational ends?” to keep means and ends in mind. According to Tyler, the 
decision regarding the instructional method and content should be reserved for 
people with technical expertise. He argued that only technical experts will not allow 
their own values to cloud the objectivity of their work. Even the decisions about the 
purpose should be based on specialised knowledge developed from either both the 
studies of learners and their societies regarding what they should learn, or subject 
matter expertise.  
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Table 2.1 below shows the summary of Tyler’s ideas. 
 
Table 2.1 
 
Ralph Tyler- Objectives approach 
Principles of selecting contents. Must contribute to the achievement of 
the objective; effectiveness and 
efficiency of teaching 
Principles for making decisions about 
sequencing the contents. 
Must suit the objectives and be in a 
linear, logical order 
Who makes the decisions about 
curriculum? 
Informed individuals/schools plan how to 
deliver the learning experiences. 
Technical expertise is important. Four 
aspects: 
 Educational purposes 
 Educational experiences 
 Organisation of educational 
experiences 
 Assessment of whether the 
educational purposes are attained 
Principles to guide teaching of the 
curriculum. 
Four aspects: 
 Aims and objectives 
 Content to be taught 
 Organisation and teaching 
methods 
 Assessment and evaluation 
 
Directions for examinations: focus on 
teaching strategies to achieve objectives 
and be meaningful to the learner; logical 
systematic framework 
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Focus of assessment Objective evaluation instruments; formal 
assessment on whether objectives are 
achieved; skills and information; grading 
and marking; testing 
Value of the approach Teachers guide learners to achieve 
objectives, and structure and promote 
learning. 
 
Table 2.1: Tyler’s ideas, adopted from Booyes and du Plessis 2012 pp. 9-10 
 
2.5.1.1.1 Strengths of the Tyler Model 
 
Chen, Chen and Cheng (2005) note several advantages of the Tyler model as 
follows: Firstly, this model aimed at developing students’ behaviour as the target 
goal of teaching. This shows that the planning done takes into consideration a long-
term view of outcome for the students. Secondly, it has the function of carefully 
managing objectives, therefore, it is easy to observe the outcomes of attained 
objectives. In addition, it is easy to find the suitability of a subject’s content, activity 
and teaching methods based on the objective evaluation. Combined, many of the 
functions in further analysis of the model are useful for the integrity of the 
curriculum and for forecasting final results. Finally, the steps in the Objectives 
model’s application are precise and logical, and thus easily followed. 
 
In Billings and Halstead’s opinions (2009) one of the strengths of the Tyler model is 
that objectives are clearly defined in the purposes and these purposes are translated 
into educational objectives. Also, the Tyler model has a simple linear approach to the 
development of behavioural objectives. Prideaux (2003) commends the Tyler model 
by affirming that clearly-stated objectives are a good place to begin and that it 
involves the active participation of the learner. 
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2.5.1.1.2 Criticisms of the Tyler Model  
 
Chen, Chen and Cheng state that in case evaluation the Tyler model is not ideal; this 
model does not have a feedback mechanism to tell people how to correct it. 
Moreover, it lacks a procedure between evaluation and organization, and this 
procedure is execution. Also, the objectives under Tyler’s straight-line model have a 
behavioral orientation. Behavioural objectives have many advantages if applied to 
curriculum design, but they have some limitations on execution: for example, they 
do not apply to all subjects or the design of a subject’s content. In corroboration 
with Chen, Chen and Cheng, Eisner (1967) points out that some subjects, like Arts, 
do not lend themselves to behavioural specificity. He amplifies his argument by 
arguing that educational outcomes are often unpredictable and are therefore 
impossible to specify beforehand.  
 
According to Prideaux (2003) the construction of behavioral objectives can be 
difficult and time consuming. In the same vein Eisner (1967) says that behavioural 
objectives can become so numerous that a teacher could spend more time writing 
them than teaching. Furthermore, the curriculum is restricted to a constricted range 
of student skills and knowledge. Furthermore, Prideaux says critical thinking, 
problem solving and value-acquiring processes cannot be plainly declared in 
behavioral objectives. Prideaux believes that learning experiences are individual and 
are not totally within the power of the teacher to select. Another flaw is that the 
teacher can control the learning experience through the manipulation of the 
environment; this results in stimulating situations sufficient to evoke the kind of 
learning outcomes desired.  
 
One other weakness of this model is that objectives are often limited to some 
behaviours which can be easily quantified, but excludes some objectives that cannot 
be quantified, for example, some objectives such as increasing respect for others in 
children cannot be objectively quantified. This means that much of what makes 
people moral or ethical cannot be included in measurable objectives (Chen, Chen 
and Cheng, 2005). 
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In the researcher’s view the Tyler model does not place the teacher at the centre of 
the designing process. It propornates the notion that the teacher’s role starts in the 
implementation phase of the curriculum development process. The researcher 
believes that the exclusion of teachers in the designing phase of the curriculum is 
the main source of challenges that teachers face during implementation.  
 
2.5.1.2 The Stenhouse Model 
 
According to Booyes and du Plessis (2012), Stenhouse responded to Tyler’s ideas by 
arguing that it was not so simple, that objectives for complex knowledge could not 
be specified in advance, that a plan changes in the process of implementation, and 
that teachers are professionals whose decisions to change a plan in response to their 
learners should be respected. Stenhouse (1975) justified his argument by advocating 
that action research on teachers’ practices may suggest a change in teaching and 
learning activities. Booyes and du Plessis state that Stenhouse believed that a 
curriculum should provide areas of knowledge and guidelines for teaching, but be 
written like a suggestion and not like a prescription. Educators should research as 
they teach, evaluate that research and change course in the process of teaching if 
necessary.  
 
This affirmation by Stenhouse boarders on the serious aspect of the educators’ 
professional development to enhance their capacity in conducting research into their 
practice and evaluate that research in order to determine whether a change in the 
process of teaching is necessary or not. Lee Shulman is one of the proponents of the 
scholarship of teaching and learning idea and he advocates that scholarly teaching is 
teaching that reflects a thoughtful selection and integration of ideas and examples, 
as well as well-designed strategies of course design, development, transmission, 
interaction and assessment. He moves on to state that scholarly teaching should 
also model the methods and values of a field, avoiding dogma and the mystification 
of evidence, argument and warrant (Shulman; 2000). 
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Stenhouse proclaims that curriculum proposals should be descriptive rather than 
prescriptive and subject to ongoing change. They should be adapted to what 
happens in practice as courses develop. Booyes and du Plessis conclude that 
Stenhouse viewed curriculum as a process that cannot be predetermined and that 
changes with the context and people involved. In Stenhouse’s view (1975), a 
process model is a strategy of curriculum design which attempts to arrive at a useful 
specification of curriculum and educational processes without starting by pre-
specifying the anticipated outcomes of that process in the form of objectives. In 
agreement with Stenhouse, Sheehan (1986) states that in the process model the 
emphasis is on the quality of the learning as it takes place rather than on 
predetermined outcomes. McKimm (2007) holds the view that the process model 
assumes that content and learning activities have an intrinsic value and they are not 
just a means of achieving learning objectives and that translating behavioural 
objectives is trivializing. In fact, Eldeeb and Shatakumari (2013) believe that defining 
education as a set of outcomes - decided in advance of teaching and learning - 
conflicts with the wonderful, unpredictable voyages of exploration that characterize 
learning through discovery and inquiry. Fry, Ketteridge and Marshall (1999) believe 
that in the process model, outcomes are defined in the “existential moment of 
learning.” 
 
One example of a process model is the reflective model. The essence of this model 
is developing in the student the capacity to look at experience or data in alternative 
ways. It is concerned with working out possible relationships between matters being 
studied, making generalizations and the development of conceptual frameworks by 
the student (Sheehan, 1986). In fact, argues Peters (1966), education implies the 
transmission of what is worthwhile to those who become committed to it and that it 
must involve knowledge and understanding and some kind of perspective, which are 
not inert. Booyes and du Plessis view that Stenhouses’s ideas as being child-centred, 
based on progressive education which creates opportunities for children to develop a 
process of questioning, to find information themselves, and to apply their own 
answers to new situations. Learners should take part in classroom activities, express 
their own views and reflect on their own experiences. The role of the educator 
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would then be that of facilitator rather than authority. Darling (1994:2) espouses the 
view that a fully developed version of the theory of child-centred education was 
expounded by Jean-Jacques Rousseau in Emile in 1762 in which Rousseau declared 
that nature provides for the child’s growth in her own fashion, and this should never 
be thwarted. In child-centred education, Darling believes education ought to be a 
response to the enquiring mind of the child with the teacher’s role being that of a 
consultant or manager of resources. In the same vein, Weimer (2002) focusing on 
learner-centredness says that learner-centred teaching places the emphasis on the 
person who is doing the learning. Murphy and Manzanares (2009), also focusing on 
learner-centredness, uphold the same view as that of Stenhouse, Weimer and 
Darling by mentioning that in a learner-centred approach the focus might be on the 
students doing their own research and taking initiatives with the teacher providing 
attention to students on an “on demand basis” whereby, the more they ask, the 
more they get.  
 
Murphy and Manzanares continue by stating that teachers involve students by 
moving away from numerous question-and-answer type of activities in order to allow 
for a students’ creativity and to let them show what they know and what they 
analyse and synthesise.  
 
Table 2.2 shows Stenhouse’s ideas 
 
Table 2.2 
 
Lawrence Stenhouse-Process approach 
Principles of selecting contents Intrinsic value not only means to an end, 
principles of procedure; should be 
processes of working with knowledge  
Principles for making decisions about 
sequencing the contents 
Plan should be a recommendation not 
prescription; focus on how learners learn 
and attempt to enrich the learning 
experience 
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Who makes the decisions about 
curriculum? 
All involved in teaching-learning process; 
do research and develop curriculum 
while teaching 
Principles to guide teaching of the 
curriculum 
Rough guidelines to try out; activities 
involve the students-give them a chance 
to apply, share in planning, have active 
roles, examine and evaluate 
Focus of assessment Focus on knowledge, understanding and 
judgement; teacher ought to be the critic 
not a maker; assessment is about 
improving a student’s capacity to work; 
teaching of self assessment is important 
Value of the approach The learner must have a sense of 
grasping the subject’s deep structures; 
educator development refines their 
criteria of judgement (professional 
development). 
 
Table 2.2: Stenhouser’s ideas, adopted from Booyes and du Plessis 2012 pp 10-11 
 
2.5.1.2.1 Strengths of the Stenhouse Model 
 
The process model does not restrict the teacher from taking advantage of teaching 
opportunities which occur unexpectedly during the teaching and learning activity; 
this would be the case if teaching and learning was guided by the pre-specification 
of behavioural objectives of the product model. Measurement is a feature of the 
product model, but may be criticized on the grounds that measurability which can be 
objectively and mechanistically measured is somewhat dehumanizing; but, the 
process model does not lend itself so readily to measurement, hence, it is not 
dehumanizing (Sheehan, 1986).  
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The Stenhouse model resonates with the notion of the teacher playing an important 
role in curriculum development. It recognises that the teacher should make decisions 
about learning activities and learning experiences and not just being an agent of 
implementing a curriculum designed by experts somewhere. The researcher believes 
that the elimination of restrictions on teachers to pre-specified objectives allows the 
teachers some space to have some degree of input curriculum implementation.  
 
2.5.1.2.2 Criticisms of the Stenhouse Model 
 
In Sheehan’s assertion, measurability implies accountability; teachers might be 
judged on their ability to produce results and thus put the clock back as far as 
educational practice is concerned. The process model might be rejected by those 
who regard measurement highly. 
 
2.5.1.3 Compatibility Appraisal of the Tyler (product) and Stenhouse 
(process) Models   
 
According to the College Development Network (CDN) the product model has its 
origins in the writings of Ralph Tyler. Sheehan (1986) explains that the product 
model places the emphasis on the outcomes of a learning experience. Tyler’s Basic 
Principles of Curriculum Instruction (1949),greatly influenced curriculum 
development in America (CDN, 1999). This model is also known as an objectives 
curriculum model and looks at curriculum as a technical exercise. Key features of 
this model include: High level of lecturer/teacher planning; emphasis on 
defining/setting appropriate learning objectives; use of behavioural language; 
precise assessment instruments; emphasises plans and intentions – selecting and 
organising of learning experiences; the curriculum, essentially, is a set of documents 
for implementation: one-size-fits-all package of learning and outcomes (product) are 
measured – evaluation.  
 
According to McKimm (2007) the product model is a systematic approach to course 
planning. She continues by saying that it forms part of Outcomes Based Education 
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which states that educators should think about the desirable outcomes of their 
programmes and state them in clear and precise terms. They should then work 
backwards or ‘design down’ in the jargon of OBE, to determine the appropriate 
learning experiences which will lead to the stated outcomes. By using an outcome 
approach, educators are forced to give primacy to what learners will do and to 
organise their curricula accordingly.CDN confirms that the process model is best 
explored in the writings of Lawrence Stenhouse (1975), whose well-known analogy 
of curriculum is rather like a cookery recipe: 
 
It can be criticised on nutritional or gastronomic grounds- does it nourish the 
students and does it taste good?....Can it be criticised on the grounds of practicality 
– we can’t get hold of six dozen larks’ tongues and the grocer can’t find any ground 
unicorn horn! A curriculum, like the recipe for a dish, is first imagined as a 
possibility, then the subject of experiment. The recipe offered publicly is in a sense a 
report on the experiment. Similarly, a curriculum should be grounded in practice.  
It is an attempt to describe the work observed in classrooms that is adequately 
communicated to teachers and others. Finally, within limits a recipe can be varied 
according to taste. So can a curriculum (Stenhouse 1975: 4-5).  
 
CDN (1999) stresses that a strong case can be made for promoting and supporting 
the advantages of a more “process model” of curriculum planning in comparison to 
the product. Arguably what matters is getting the recipe ingredients – the processes, 
messages and conditions – balanced and trusting that positive outcomes will follow. 
Key features of this model include: Shifting away from behavioural objectives – more 
student choice; looks at curriculum not as a physical thing but as the interaction of 
lecturers, students and knowledge. Content and means are developed as teachers 
and students work together. Curriculum is what takes place in the classroom; there 
is a clear focus on learning – lecturers and students as partners in meaning-making 
and curriculum as an active rather than technical exercise.  
 
The Further Education Curriculum Review and Development Unit (FEU) contrasts the 
process and product models by affirming that while learners may acquire knowledge 
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as a product, knowing is a process which involves them in developing their own 
useful strategies for reducing the complexity and the confusion (FEU, 1980). 
Moreover, process approaches to the curriculum are more open-ended than the 
product approach. FEU also stresses that unlike product competencies, process 
competencies are never mastered, but are improved. Sheehan proclaims that in a 
process model intentions are used, whereas in a product model behavioural 
objectives would be used. Intentions, in keeping with the process approach of the 
curriculum, are more open-ended than objectives, but, continues Sheehan, while it is 
open-ended there is a case for identifying what it is intended that students will 
develop. A product approach to the curriculum, according to Sheehan, would specify 
learning outcomes in the cognitive, affective and psychomotor domains. This 
fragmentation of human abilities has no place in a process approach to the 
curriculum. The process approach is a holistic approach and therefore regards 
human abilities as a unity. McKimm concludes by declaring that the best approach to 
curriculum design is to combine the best of both approaches according to student 
needs, teacher experiences and organisational structure and resources; for example, 
it is useful to design the overall shape of the course, the main aims and learning 
objectives, broad content areas and time allocation centrally but then devolve out 
the detailed planning and design to those teachers who will be delivering the course 
so that they have ownership of their programme. 
 
2.5.1.4 Paolo Freire (Pedagogy of the Oppressed) 
 
Booyes and du Plessis (2012) proclaim that Freire emphasised the importance of 
dialogue in education because it not only deepens understanding of the subject 
matter, but is a cooperative activity that enhances community and builds social 
capital. Working with adults outside of school, Freire added a political perspective by 
arguing that we need to look at the hidden aspect of curriculum and recognise that a 
curriculum is never value-neutral, but has a power to suppress or liberate the 
learners. Booyes and du Plessis proclaim that Freire’s attention to “naming the 
world” has been of great significance to those educators who have traditionally 
worked with those who do not have a voice, and who are oppressed.  
80 
 
 
Ramos (2005) expounds the idea of building a “pedagogy of the oppressed” or a 
“pedagogy of hope” and how this may be carried forward; it has formed a significant 
impetus to Freire’s work. An important element of this was Freire’s concern with 
conscientisation-developing consciousness, a consciousness that is understood to 
have a power to transform reality. Freire (1970) argued for the need to look at the 
hidden aspect of curriculum and recognise that a curriculum is never value-neutral. 
 
Sociologists like Habermas, Marcuse, Benjamin, Horkheimer and Adrno, who refer to 
themselves as the Frankfurt School, developed a theory aimed at digging beneath 
the surface of social life and uncovering the assumptions that keep us from a full 
and true understanding of how the world works. One of the works that the Frankfurt 
school is popularly known for is the critical theory. According to the Studer, Carlson 
and Logan (2012) the Frankfurt School regards critical theory as a type of social 
theory oriented toward critiquing and changing society as a whole, in contrast to 
traditional theory oriented only to understanding or explaining it.  
 
Horkheimer (1987)states that a theory is critical to the extent that it seeks human 
emancipation to liberate human beings from the circumstances that enslave them. 
According to the Stanford Encyclopedia of Philosophy (2005), critical theories have 
emerged in connection with the many social movements that identify varied 
dimensions of the domination of human beings in modern society. Stanford 
Encyclopedia of Philosophy proceeds by affirming that a critical theory provides the 
descriptive and normative bases for social enquiry aimed at decreasing domination 
and increasing freedom in all their forms. One other premise known for 
promulgating freedom and equality alongside the critical theories are feminist 
theories although they are gender specific. The Frankfurt School believes that critical 
theory aims to dig beneath the surface of social life and uncover the assumptions 
that keep us from a full and true understanding of how the world works. Two core 
concepts of the critical theory are that it should be directed at the totality of society 
in its historical specificity (how it came to be at a specific point in time) and that it 
should improve the understanding of the society by integrating all the major social 
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sciences including geography, history, sociology, economics, political science, 
anthropology and social psychology. As has been stated before C2005 was directed 
towards achieving a prosperous, truly united, democratic, and internationally 
competitive country with literate, creative, and critical citizens leading productive, 
self-fulfilled lives in a country free of violence, discrimination, and prejudice. 
According to the Frankfurt School, a critical theory is adequate only if it meets three 
criteria: it must be explanatory, practical, and normative, all at the same time. That 
is, it must explain what is wrong with current social reality, identify the actors to 
change it, and provide both clear norms for criticism and achievable practical goals 
for social transformation (Horkheimer, 1987 citing  Frankfurt School). 
 
In the context of this study, Bengu stated, in the White Paper on Education and 
Training (1995), that South Africa had never had a truly national system of 
education and training. For the first time, after 1994, in South Africa's history, a 
government had the mandate to plan the development of the education and training 
system for the benefit of the country as a whole and all its people. As far as the 
identification of the actors who are to change that status quo is concerned 
Stenhouse (1975) and Taba (1962) concur by saying that teachers who are at the 
centre of curriculum implementation should be the key players in curriculum design 
and development. Freire believed that what we teach and the way in which we teach 
either deepens learners’ feelings of powerlessness or assists them to address the 
reasons for their lack of power. Curriculum either empowers or it domesticates; it is 
always political. A typical example of this is encapsulated in Verwoerd’s citation in 
Clarkand Worger (2004) when he said, “There is no place for [the Bantu] in the 
European community above the level of certain forms of labour ... What is the use of 
teaching the Bantu child mathematics when it cannot use it in practice? That is quite 
absurd. Education must train people in accordance with their opportunities in life, 
according to the sphere in which they live”. RNCS (2002) confirms that during the 
apartheid era, South Africa had nineteen different educational departments 
separated by race, geography and ideology. What, how and whether children were 
taught differed according to the roles they were expected to play in the wider 
society. 
82 
 
 
The above suggests that curriculum design, as McKernan (2008) indeed argues, is 
not just a technical response to societal problems and needs, but rather is political in 
nature and driven by various values. In many cases, curriculum designers engage 
with the broader national context to identify needs and problems that the curriculum 
needs to address. According to Freire (1970), “as educators we can’t ignore the 
political questions. For some people- usually poor and rural people- the knowledge 
we teach and the manner in which we teach has negative consequences”. Freire’s 
thinking was that the purpose of a curriculum must be to liberate learners ( Booyes 
and du Plessis, 2012 and Ramos, 2005).  
 
Table 2.3 shows the summary of Freire’s ideas. 
 
Table 2.3 
 
Paolo Freire 
Principles for selecting content Guided by values and questions of 
power; selection of content comes from 
the life experiences of students; content 
based on the needs and interests of 
learners 
Principles for making decisions about 
sequencing the contents 
Experimental- key themes from learners’ 
lives 
Who makes the decisions about 
curriculum? 
Must be dialogic- curriculum 
development involves discussion with 
learners 
 
Steps:  
 Educators help people to develop 
general themes which represent 
their view of reality 
 Professional educators and 
83 
 
volunteers assist 
Principles to guide teaching of the 
curriculum 
Interactive and critical- an extended 
dialogue with learners is set up; 
problem-posing methods which require 
dialogue in which educator and student 
are “critical investigators”; educators to 
develop a “critical consciousness” 
Focus of assessment Focus on the reflections of the 
participants, i.e. whether empowerment 
or change in consumption took place 
Value of the approach Ability to read the world, not only the 
word; political empowerment;  
emancipatory” approach with critical 
reflection. 
 
Table 2.3: Freire’s ideas adopted from Booyes and du Plessis 2012 pp 11-12 
2.5.1.5 Compatibility and/or disparities in Stenhouse and Freire’s models 
Both the Stenhouse and Freire models have their focus on learners although they 
provide different dimensions in the way they place their focus on learners. While 
Stenhouse focuses on progressive education which creates opportunities for learners 
to develop a process of questioning, to find information themselves and to apply 
their own answers to new situations, Freire believes that the selection of content 
should be guided by the life experiences of learners and be based on the needs and 
interests of learners; and also, of utmost importance is the focus on the ability and 
the power of the curriculum offered to the learners; it can suppress or liberate the 
learners. 
The hybrid model that underpins the designing of C2005 will be looked into in the 
following subsection.  
 
84 
 
2.6 The Hybrid Model 
 
Certain characteristics of the Tyler, Stenhouse and Freire approaches to curriculum 
design are prevalent in C2005. Firstly, as an outcomes-based model, C2005 expects 
teachers to facilitate learning towards achieving pre-specified objectives just as Tyler 
advocated in his curriculum development model. Tyler’s ideas regarding teaching 
would be that the educator must specify the educational purposes by listing the 
behavioural objectives, then select content and teaching activities that fit the 
objectives. Secondly, C2005 is learner-centred in that it espouses the shift from the 
teacher as the source of information to learners playing the role of searching and 
finding information to solve educational problems, just as Stenhouse advocated in 
his curriculum development model. Stenhouse’s ideas are learner-centred, based on 
progressive education which creates opportunities for children to develop a process 
of questioning, to find information themselves and to apply their own answers to 
new situations.  Thirdly, C2005 implies that learners are not empty vessels so 
learning programmes and learning material should recognize and build learners’ 
knowledge and experiences just as Freire advocated in his pedagogy of the 
oppressed. Freire believes that the selection of content should come from the life 
experiences of students as well as the needs and interests of learners. C2005 also 
signals a shift from the apartheid education system, which was characterized by 
oppression, to a more democratic dispensation with equal opportunities for all. This 
notion is at the core of Freire’s pedagogy of the oppressed which stresses that 
curriculum is never value-neutral, it is always political in that it has a power to either 
oppress or liberate the learners. 
 
2.6.1 Tyler, Stenhouse, Freire and C2005 
The focus of this sub-section is directed towards establishing the connection 
between C2005 and the hybrid model used in its design and development. According 
to Booyes and du Plessis, Tyler wanted structure in the teaching and learning 
situation and argued that there should be clarity of focus in what you want to teach, 
how you want to teach and how you want to assess.  
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The first step in effective teaching is therefore to define objectives (outcomes). 
Contrary to Tyler, Stenhouse believed that a curriculum should provide areas of 
knowledge and guidelines for teaching, but be written like a suggestion and not like 
a prescription as already stated. Educators should research as they teach, evaluate 
that research and change course in the process of teaching if necessary. Stenhouse 
viewed curriculum as a process that cannot be predetermined and that changes with 
the context and people involved. Tyler argued that individual learning will ensure 
that each learner achieves the set objectives (outcomes). We can interpret Tyler’s 
views to be that education experiences should be derived from (designed down) 
objectives, based on the results of a situation analyses (child, subject, society) and 
that objectives should have been filtered through a philosophical psychological 
screen before being finalised. It is important to develop citizens who are able to 
solve problems and can engage in democratic processes.  
The C2005 document (1997) states that C2005 hoped to produce learners who are 
able to use a variety of effective problem-solving techniques that reflect different 
ways of thinking, while recognising that problem-solving contexts do not exist in 
isolation. Taking a more detailed look at competency-based learning, one finds that 
Stenhouse’s ideas of a teaching-learning process prepare learners for success in 
fulfilling various life roles (Booyes and du Plessis, 2012). C2005 envisaged learners 
who are equipped with the linguistic skills and the aesthetic and cultural awareness 
to function effectively and sensitively in a multi-lingual and multi-cultural society; are 
able to display a developed spirit of curiosity to enable creative and scientific 
discovery and display an awareness of health promotion; able to use a variety of 
ways to effectively gather, analyse, organise and evaluate numerical and non 
numerical information, and then communicate it effectively to a variety of audiences. 
Stenhouse (1975) believed that it is important to try, adapt and evaluate the process 
to see whether it is an enlightening one, and in that manner expand opportunities of 
application. He stressed the importance of doing research while teaching and 
following the route of design down, deliver up- a developmental process where the 
educator can change the teaching-learning environment according to context and 
learners needs.  
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The learners should change in the teaching-learning process to internalising 
information and forming opinions oftheir own. Mastery learning promotes the idea 
that all learners can achieve the desired teaching outcomes if given favourable 
learning conditions such as flexibility, sufficient time and alternative ways of 
learning. Freire focused on these very aspects by saying he wanted educators and 
curriculum developers to make sure that educational experiences could be used in 
real life. C2005 envisaged learners who are equipped to deal with the spiritual, 
physical, emotional, material and intellectual demands in society while also 
being equipped to deal with and have an understanding of the social, political and 
economic demands made of a South African as a member of a democratic society, in 
the local and global context. Experiential learning was of utmost importance: 
learners should be able to reflect on the value of learning. Freire felt it was 
important to identify with specific knowledge in order to attain a skill which could be 
applied in praxis.    
 
Table 2.4 summarises Tyler’s, Stenhouse’s, and Freire’s approaches to curriculum 
planning. 
 
Table 2.4 
 
 
Ralph Tyler Lawrence Stenhouse Paolo Freire 
Sees curriculum as a 
product (objectives 
approach)- linear focus on 
end product; cannot 
branch off in the middle 
Sees curriculum as a 
process- objectives not set 
from the start, but change 
as they go. Knowledge is 
speculative. 
Thinks about the purpose 
of curriculum- must serve 
to liberate learners to 
make links and understand 
language, experiences and 
their daily struggle.  
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Objectives, content, 
methods and sequence 
questions 
Guidelines and          
professional teacher   
development are 
important. Learners should 
know what to do with 
content. 
Intellectual, social and 
political liberation- how 
learners feel about the 
knowledge and whether 
knowledge can be used in 
everyday life. 
 
Do research to determine 
what to include in 
curriculum; evaluate 
content 
Do research while 
teaching, evaluate while 
researching, change in the 
process of reaching goals 
Do research about the way 
in which we teach; may 
change learners- always 
political (empowers or 
domesticates learners. 
Educational purposes are 
important; working 
towards the end result 
Try, adapt and evaluate to 
ascertain whether it’s an 
enlightening process. 
Students should “change” 
in learning process. 
Learners must be able to 
reflect on value of 
learning. 
 
Table 2.4: Approaches to curriculum planning according to Tyler, Stenhouse and 
Freire adopted from Booyse and du Plessis 2012 pp 12-13 
 
Tyler believed that the end product of teaching and learning should determine the 
means to achieve the objectives. His model emphasises that the selection of content, 
learning experiences and learning activities should be organised, with the focus on 
attaining the pre-determined objectives. In Tyler’s views, research should be 
conducted to determine what to include in the curriculum. Stenhouse, however, 
believed that the process of teaching and learning should determine the end 
product. In his convictions, objectives should not be pre-specified but guidelines 
should be provided in a form of suggestions for selection of content, learning 
experiences and learning activities. These guidelines should be descriptive and not 
prescriptive and research should be done during the teaching and learning process 
to determine whether a change of plan is necessary. Freire’s contribution was that 
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the purpose of curriculum should be to liberate the learner intellectually, socially and 
politically. He advocated that the selection of content, learning experiences and 
learning activities should be organised in a way that would provide knowledge 
relevant for use in learners’ everyday life. Freire also believed that research should 
be done to evaluate the way learners are taught in order to determine its political 
impact and consider whether it empowers or domesticates the learners. 
 
The researcher will now briefly provide a summarized version of the underlying 
principles pertaining to C2005, coupled with the challenges that emerged therein. 
Thereafter, he will provide a synopsis of C2005’s revisions starting with RNCS Grades 
R-9, NCS Grades 10-12, and NCS Grades R-12 curricula as embedded in their policy 
documents. In addition, the researcher will also provide an overview of the 
challenges that these curricula experienced. 
 
2.7 Curriculum 2005: The first South African curriculum innovation post 
1994 
 
A detailed account on C2005 has been provided in the forgoing chapter but with no 
attention on the challenges that besieged the curriculum. Now, a synopsis on C2005 
is necessary to remind the reader about C2005 and also to show the connection 
between C2005 and the challenges emanating from it. Curriculum 2005 (C2005) was 
introduced in 1997. By 2005 it would be implemented in all grades, by which time 
C2005 hoped to have developed learners who are: Equipped with the necessary 
linguistic skills and the aesthetic and diverse cultural awareness; able to display a 
developed spirit of curiosity to enable creative and scientific discovery; able to adapt 
to an ever-changing environment; able to use a variety of effective problem-solving 
techniques; able to make informed decisions; able to display the skills necessary to 
work effectively with others; able to understand and show respect for the basic 
principles of human rights; equipped to deal with, and have an understanding of, the 
social, political and economic demands in the local and global context. Booyes and 
du Plessis (2012) and Jansen (1998) corroborate the view that C2005 used an 
outcomes-based education (OBE) approach.  
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Jansen (1998) has this to say about OBE: 
At first glance, there appears to be sound reasons for a curriculum policy modelled on OBE. 
Outcomes would displace an emphasis on content coverage. Outcomes make explicit what 
learners should attend to. Outcomes direct assessment towards specified goals. Outcomes 
signal what is worth learning in a content-heavy curriculum. Outcomes can be a measure of 
accountability, i.e. a means of evaluating the quality and impact of teaching in a specific 
school. 
 
Booyes and du Plessis (2012) explain that one of the most challenging aspects of 
educational transformation in South Africa has been the adoption of an outcomes-
based education approach that underpins the introduction of C2005. C2005 
encouraged teachers to be socially and politically critical and responsible and also to 
be professionally competent and in touch with current developments, especially in 
the teacher’s area of expertise. C2005 contained eight learning areas. A Learning 
Area is a field of knowledge, skills and values which has unique features as well as 
connections with other fields of knowledge and Learning Areas.The Learning Areas 
are: Languages, Mathematics, Natural Sciences, Technology, Social Sciences, Arts 
and Culture, Life Orientation, and Economic and Management Sciences. C2005 
encountered many problems which led to its revision that had started in 1999 
(C2005 Document). 
 
2.7.1 The Philosophical Basis Underpinning C2005 
 
According to Horn (2010) C2005 was based on behaviourism and humanistic 
psychology of the human image. Horn explains that in OBE the stress is not on 
learners mastering specific learning content but on the shaping of social attitudes 
and values. This is encapsulated in the first aspect of learner development attributes 
that C2205 anticipates to have accomplished at the end of the learning programme: 
a learner who is equipped with the linguistic skills and the aesthetic and cultural 
awareness to function effectively and sensitively in a multi-lingual and multi-cultural 
society. Horn proceeds by asserting that the assumption of humanistic psychology 
(that every person is basically good and responsible) has led to the widely accepted 
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idea that children’s most foundational need is to feel good about themselves at all 
times. 
 
2.7.2 Benefits of OBE 
 
Tam (2014) states that the focus on outcomes creates a clear expectation of what 
learners need to accomplish at the end of the course. He moves on to mention that 
each team member (learner or teacher) will have a clear understanding of what 
needs to be accomplished in each class or at each level, allowing learners to 
progress. Malan (2000) states that teachers are meant to guide and help the 
students understand the material in any way necessary since OBE does not specify 
any method of instruction. In similar vein, Pretorius (1999) espouses that OBE allows 
teachers to be flexible in their teaching methods because emphasis does not lie on 
the procedure but on whether the learner reaches the required outcome. Malan 
points out that study guides and group work are some of the methods teachers can 
use to facilitate students’ learning. Malan also espouses the view that student 
involvement in the classroom is a key part of OBE: students are expected to do their 
own learning so that they gain a full understanding of the material.  
 
In concurrence with Malan, Pretorius (1999) explains that OBE is learner-centred as 
it advocates that all learners can achieve on condition that they are given sufficient 
time to do so. According to Jansen (1998), some of the benefits of an outcomes-
based education advocated in several first world countries are: Outcomes would 
displace an emphasis on content coverage, outcomes would make explicit what 
learners should attend to, outcomes direct assessment towards specified goals, 
outcomes signal what is worth learning in a content-heavy curriculum and outcomes 
can be a measure of accountability, i.e. a means of evaluating the quality and impact 
of teaching in a specific school. Spady (2002) states that in OBE, curriculum, 
teaching strategies and performance standards are developed and implemented to 
facilitate key outcomes, thus, curriculum, teaching and assessment should be viewed 
as flexible and alterable means for accomplishing clearly-defined learning ends. 
Moreover, continues Spady, within reasonable constraints, time is manipulated to 
91 
 
the best advantage of all learners; some students learn some parts of the curriculum 
sooner, while others accomplish those parts later. Spady also affirms that OBE takes 
a macro view of student learning and achievement in that mistakes are treated as 
inevitable steps along the way to having students develop, internalize and 
demonstrate high-level performance capabilities. 
 
2.7.3 OBE and the Circumstances under which it was Implemented  
 
Tam (2014) believes that the definitions of the outcomes decided upon are subject 
to interpretation by those who implement them. Across different programmes, or 
even different facilitators, outcomes could be interpreted differently, leading to a 
difference in education, even though the same outcomes were said to be achieved. 
Thus, outcomes are not yet widely recognized as a valid way of conceptualizing what 
learning is about. In similar vein, Eldeeb and Shatakumari (2013) state that 
opponents of the OBE in the United States of America believe that education should 
be an open ended and should not be constrained by outcomes and that education 
should be valued for its own sake, not because it leads to some outcome. They 
believe that unclear and ambiguous setting of certain outcomes either for the 
teacher, student or both, hinder student achievement and teacher contribution in the 
curriculum. Jansen (1998) explains that the language of innovation associated with 
OBE is too complex, confusing and at times contradictory. A teacher attempting to 
make sense of OBE will not only have to come to terms with more than 50 different 
concepts and labels but also keep track of the changes in meaning and priorities 
afforded to these different labels over time.  
 
Mohamed (2004) spells out the fact that educators across all grades are still finding 
it difficult to pace learning for different levels and learning styles of learners in the 
same class and to include inclusion (special needs) learners, as OBE requires this 
accommodation. Furthermore, maintains Mohamed, teachers find it difficult to 
integrate teaching, learning and assessment. (This is primarily a result of lack of 
clarity and confidence surrounding the new curriculum and assessment policies – 
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more specifically, the alignment of assessment methods, tools and forms to learning 
activities and learning outcomes.)  
 
Jansen (1998), focusing on the South African situation, states that OBE is destined 
to fail in the South African education system because it is based on flawed 
assumptions about what happens inside schools, how classrooms are organised and 
what kinds of teachers exist within the system. He continues on by articulating that 
the claims made by the National Curriculum Development Committee (NCDC, 1996: 
7), that is, that 'transformational OBE ... is a collaborative, flexible, trans-disciplinary, 
outcomes-based, open-system and an empowerment-oriented approach to learning' 
suggests that highly-qualified teachers exist to make sense of such a challenge (let 
alone the terminology) and apply it to existing practice. Jansen also points out that 
the policy requires not merely the application of a skill, but an understanding of its 
theoretical underpinnings and demonstration of a capacity to transfer such 
application and understanding across different contexts. This confirms, an 
investigation conducted by Nobanda (2012) into challenges faced by educators in 
implementing the arts and culture learning area in the Libode District where it was 
found that there was not one teacher who had had professional training in the 
learning area. Teachers were navigating their way in the teaching and learning in 
this learning area through trial and error.  Thus, any suggestion that highly-qualified 
teachers exist to make sense of OBE challenges to existing practice is “pie in the 
sky” so to speak. In fact, Nobanda’s findings add value to Jansen’s observations that 
anyone who seriously believes that the understanding of OBE’s theoretical 
underpinnings, application of skills and demonstration of a capacity to transfer such 
application and understanding across different contexts has not spent enough time 
inside the average South African classroom (Jansen, 1998).  
 
2.7.4 The Rise and fall of OBE 
 
According to Davis (2003), outcomes-based education is an approach to education in 
which decisions about the curriculum are driven by the exit learning outcomes that 
the student should display at the end of the course. Suzie (2012) states that the key 
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principle in outcomes-based education is the development of educational 
programmes and application of learning processes, beginning with identifying 
outcomes or competences expected as a result of an educational process. Spady 
(1994) states that outcomes-based education is a comprehensive approach to 
organizing and operating an education system that is focused on, and defined by the 
successful demonstrations of learning sought from each student.  
 
Clearly, there has been overwhelming evidence that in the South African context, the 
OBE approach did not fall on fertile ground. To start with, Jansen (1998) states that 
OBE is destined to fail in the South African education system because it is based on 
flawed assumptions about what happens inside schools, how classrooms are 
organised and what kinds of teachers exist within the system. An edited excerpt 
from Naong’s study on Reflections of Teacher Perceptions Regarding Curriculum 
Change in the Bloemfontein Area, South Africa (2012) describes the South African 
situation as follows: A new OBE curriculum entitled Curriculum 2000 (C2000), was 
introduced in 1997 and later amended and adapted to become Curriculum 2005 
(2005). Not much long-term scenario planning seems to have gone into the possible 
effects of, firstly C2000 and then later C2005.  
 
The system also appears to have been mostly imposed from the top down, that is, it 
was devised by experts appointed by the Education Department rather than arising 
from the experience of educators on the ground. Indeed, it was presented to 
ordinary educators as a fait accompli rather than being developed and implemented 
in partnership with them. When outcomes-based education (OBE) was introduced 
into this country, it required teachers to follow some new approaches to planning, 
teaching and assessment (Vandeyar and Killen 2003). This was stressful for many 
teachers who felt that they were ill-prepared for this so-called paradigm shift, and 
who found it difficult to navigate through the maze of new jargon that accompanied 
OBE and Curriculum 2005 (Jansen 1999; Department of Education 2000). 
Consequently, approximately 200000 of the learners writing the Grade 10 
examination in 2003 failed (Naude and Rademeyer 2003). A number of issues come 
to mind: issues that impacted negatively on the implementation of the new 
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curriculum. These issues include poor training of educators, classroom overcrowding, 
and poor support (Naong; 2012). In similar vein Motseke’s study (2005) indicates 
that the majority of the teachers did not have professional training on OBE. 
Moreover, the Department of Education’s workshops to prepare teachers for OBE 
were too short (a few hours or days; at most, one week), too theoretical (only 
lecturing in one big venue, no demonstrations), and too late (in some instances, up 
to 3 months after the introduction/implementation). 
 
 
2.8 Challenges that faced the South African CDD 
 
In this sub-section the researcher is going to delve into the challenges that faced the 
South African CDD process, starting with the compatibility of the CDD models used 
in the hybrid model underpinning C2005 and the overall challenges that faced C2005 
and its revisions. 
 
2.8.1 Challenges with the Hybrid Model 
 
C2005 has tried to capture aspects of the Tyler, Stenhouse, and Freire approaches- 
but just as there were tensions between the three different approaches so there are 
tensions between different aspects of the C2005 policy. Tyler held the linear, 
technical production perspective that educational decisions be made objectively, 
primarily by experts with specialised knowledge (Booyes and du Plessis 2012). 
Ruubel (2013) states that Tyler believed that administration should design the 
curriculum and the teachers implement it. In his model of CDD, Tyler believed that 
administrators should start by deciding on educational objectives before selecting 
educational experiences that are most likely to attain the indicated objectives.  
 
Stenhouse (1975) argued that it was not so simple; that objectives for complex 
knowledge could not be specified in advance, that a plan changes in the process of 
implementation and that teachers are professionals whose decisions to change a 
plan in response to their learners should be respected. Freire (1970) contributed by 
adding a political perspective to curriculum development when advocating that 
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curriculum is never value-neutral, it is always political in that it has a power to 
suppress or liberate the learners. That, however, was only their starting point. The 
main focus of their debate, as stipulated earlier in this chapter, was on what should 
go into a curriculum and how it should be approached.  
 
2.8.2 Challenges that Faced C2005 
 
Some of the challenges that confronted C2005, as advocated in the Review 
Committee Report on C2005 (RCR-C2005), were the impracticability of C2005- the 
large number of learning areas, the excessively technical OBE jargon, the inadequate 
training provided for teachers, and the unavailability of suitable learning and 
teaching materials, as well as its conceptual basis. A number of submissions and 
reports have drawn attention to the conditions affecting implementation. They 
underline the fact that the considerable variation in the success of implementation 
has depended amongst other things on: Resources (for training and information, 
instructional materials [textbooks, exercise books, pens and pencils] and 
departmental support); infrastructure (classroom space, desks, electricity, toilets, 
telephones, fax machines, photocopiers); conditions of teaching and learning (large 
classes, pupil: teacher ratios, diversity of classrooms); local and institutional capacity 
(staffing, leadership and management of schools, planning, administration); will to 
implement (readiness of teachers to engage with new ideas and put them into 
practice); pressure in the form of policy (mandated implementation); support from 
implementing agencies (professional development, support and monitoring); 
adequate and timeous information and training; feasible time-frames and 
participation 
 
Each of these factors has been present in different combinations in different 
contexts leading to considerable variability of impact and experience. On the whole 
policy pressure and social and political will have been strong, but resources, 
infrastructure, local and institutional capacity, support, information and training have 
been variable in quality. Time-frames, as stated, have not been feasible. Improved 
implementation will therefore require more attention being paid to these systemic 
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and institutional features (RCR-C2005, 2000). The report also articulated the fact 
that many of the conceptual confusions, lack of clarity in policy documents and 
unimplementability of Curriculum 2005 stem from basic structure and design flaws. 
Dissatisfaction has focused on three main areas: 
 
 The complex language and confusing terminology used in C2005 documents. 
Submissions point to three particular problems: the use of meaningless jargon 
and vague and ambiguous language, the unnecessary use of unfamiliar terms 
to replace familiar ones and the lack of a common understanding and use of 
C2005 terminology.  
 
Dada et al. (2009) uphold the same view: C2005 was highly publicised and positively 
received, falling on fertile ground ripe for alternatives to the divisive apartheid 
curriculum. Teachers became ‘facilitators’ and ‘educators’, pupils and students 
became ‘learners’, teaching plans for a year became ‘learning programmes’, and old 
forms of traditional instruction were replaced with notions of facilitation, learning by 
discovery and group work. Jansen (1998) dismisses that the language of innovation 
associated with OBE as too complex, confusing, and, at times, contradictory. He 
maintains that the teacher needs to keep track of changes in meaning of different 
concepts; for example, Jansen says that to understand the concept of 'outcomes' 
requires understanding of competencies, unit standards, learning programmes, 
curriculum, assessment criteria, range statements, equivalence, articulation, bands, 
levels, phases, curriculum frameworks and their relationship to the South African 
Qualifications Authority (SAQA), the NQF, National Standards Bodies (NSBs), 
Standards Generating Bodies (SGBs) and Education and Training Qualification 
Agencies (ETQAs), reconciliation of the 12 SAQA fields with the eight learning areas 
with the eight phases and the fields of study, and so on and so on. 
 
 ‘Overcrowding’ of the curriculum: The inclusion of eight learning areas in the 
GET band has meant insufficient time for the development of effective 
reading skills, foundational mathematics and core concepts in the sciences. 
In corroboration with the findings of the RCR-C2005: 
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Taylor and Vinjevold (1999) state that in the poorest schools, while teachers and 
learners are enthusiastic about the new curriculum, it would seem that there is a 
disaster happening in terms of performance levels in literacy and numeracy, the very 
foundations on which all other forms of learning depend.   
 
The Report of the Task Team for the Review of the Implementation of the National 
Curriculum Statement states that by early 2000, the inherent flaws in C2005 were 
becoming obvious, with specific complaints about children’s inability to read, write 
and count at the appropriate grade levels, their lack of general knowledge and the 
shift away from explicit teaching and learning to facilitation and group work (Dada 
et.al, 2009). 
 
 Progression, pace and sequencing in design: The C2005 design structure is 
strong on integration and weak on conceptual coherence. Integration is 
supported by five design features – 12 critical outcomes, 66 specific 
outcomes, learning programmes, phase organisers and programme 
organisers. In contrast, conceptual progression is relatively neglected. Range 
statements, performance indicators and expected levels of performance are 
intended to provide progression features but have failed to act as 
mechanisms which promote sequence, progression and pace. This is largely 
because curriculum designers have attempted to avoid prescribing content. 
 
In similar vein, Taylor (2001) states that even within each phase, teachers are given 
no guidance concerning minimum rates of progress in terms of annual standards to 
be achieved. Taylor continues by stating that within the Foundation Phase, for 
example, teachers do not know what the minimum standards should be in terms of 
working with units, tens, hundreds, thousands and so on. 
 
Assessment of learning at the end of grade 3 in 36 rural schools indicates that 
children are already a good two years behind their counterparts in developed 
countries. Most pupils are barely able to write their names and are only just 
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beginning to learn to read. While the majority are able to complete word recognition 
tasks, there are dramatic declines in performance from word recognition tasks to 
sentence completion, and, uniformly, very low results across schools on the 
comprehension of simple passages (JET, 2001).  
 
Taylor and Vinjevold (1999) reveal that the President’s Education Initiative (PEI) 
research gives some insights into why these performance levels may be so low; for 
example, one study found that in Grade 4 it is very common to see teachers still 
working with tens and units and never venturing further. This may or may not be 
due to the under-specification of progression standards in C2005, but what can be 
said is that the curriculum framework cannot give them the guidance they so clearly 
need. Other PEI studies noted that there was very little writing in the classes 
observed and what does occur is often in the form of single words or phrases, with 
very little or no extended writing. Instead, children appeared to sit in groups and 
talk about their everyday experiences, often with little or no conceptual content or 
direction to this activity. Bennie and Newstead (1999) state that summarising the 
findings of the studies commissioned by (PEI), Taylor and Vinjevold (1999) comment 
that “one of the most consistent findings of a number of PEI projects pointed to 
teachers’ low levels of conceptual knowledge, their poor grasp of their subjects and 
the range of errors made in the content and concepts presented in their lessons”.  
 
Taylor and Vinjevold (1999) justify this situation by pointing out that most currently- 
practicing teachers did not come to learn of C2005 through formal training and that 
the nature and sequence of implementation of C2005 meant that teachers had to 
rely on policy documents, workshops, views of educational officials and NGOs. 
 
Regarding the teachers’ reliance on policy documents Bennie and Newstead (1999) 
have expressed concerns about the technical nature of the Curriculum 2005 
documents issued to teachers. They state that in some countries documents of such 
complexity are not actually issued to teachers, but merely serve as a framework for 
the construction of more accessible documents. While reporting on an attempt by 
the Mathematics Learning and Teaching Initiative (MALATI) to implement the 
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statistics aspect of the Mathematics, Mathematical Literacy and Mathematical 
Sciences Learning Area, they noted that a number of teachers had not yet received 
the most basic communications issued to schools regarding Curriculum 2005, let 
alone the more extensive policy documents. Secondly, they were concerned about 
the actual construction and accuracy of the C2005 Mathematics document. Some of 
the errors they identified in the document included errors in the construction of the 
document and inappropriate content. In some cases, the Performance Indicators of 
the existing document did not correlate well with the Range Statement concerned, 
and in others they felt that the content specified was not appropriate for the given 
phase. They acknowledged that while it was inevitable that a certain overlap would 
exist, the lack of clarity may prove confusing for teachers. Dada et.al (2009) also 
stated that different versions of documents contained different aspects of the most 
up-to-date information, and this was confusing for teachers. Furthermore, the 
documents were not user friendly; many were overly long and unwieldy, and at 
times verbose, with repetition across documents. In corroboration with Bennie and 
Newstead, Dada et. al concluded that many of the documents contained errors and 
contradictions. Moreover, the documents were also unnecessarily complex, partly 
because a number of documents needed to be read together in discerning what was 
to be taught and learnt, and how. In several instances, there was a lack of 
alignment between the curriculum statements, assessment tasks and subject 
assessment frameworks and guidelines. 
 
The teachers’ reliance on workshops also proved unsuccessful due to the fact that a 
number of submissions confirmed that the workshops did not provide clear 
guidelines on certain aspects of the curriculum, on the one hand, and the facilitators 
did not demonstrate sound knowledge and understanding of the curriculum on the 
other. According to Chisholm et.al (2000), many problems and difficulties 
experienced in the process of training related to models, duration and quality of 
training. Because the focus was on orientation to the new terminology, there was 
little attention paid to the substance of OBE or C2005. Moreover, there were 
complaints that district trainers themselves often did not understand Curriculum 
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2005 and did not themselves use the principles of Curriculum 2005 in their own 
methodology of training. 
 
In a study conducted by De Waal (2004) on challenges facing teachers in historically 
disadvantaged schools in the Western Cape on C2005 ninety seven percent of the 
respondents were unanimous in their stance regarding the training they received 
from the workshops provided by the Western Cape Education Department; these 
spanned a period of five days and were inadequate. (In similar vein, a study 
conducted by Nobanda (2012) in the Eastern Cape also revealed that workshops 
provided by the Eastern Cape Education Department were inadequate and could not 
help teachers with their problems). Some of the remarks made by respondents in De 
Waal’s study were that the training sessions were in most cases confusing and 
rushed for time. The structure and methodologies of the new system were not 
clearly explained and discussed. Concepts were put on the table, but in many 
instances the facilitators could not explain the different concepts clearly.  
Furthermore, the terminology used was confusing and many teachers were 
frustrated with having to grapple with a new system, not understanding and 
realising that soon they would have to implement their confused understanding. 
Facilitators sometimes contradicted each other, adding further to the confusion. 
Thus, as advocated by the RCR, there were variations in the understandings of what 
C2005 is within and between schools, as well as amongst and between teachers, 
trainers and officials. Moreover, there was a mismatch between what teachers 
claimed to understand and how they externalised their understanding about C2005.  
 
In short, the varying levels of understanding combined with difficulties of 
implementation, insufficient training and lack of clear guidelines for planning and 
assessment, has resulted in little transfer of learning into the classroom. Other 
challenges reported in the review committee report were problems with learning 
support materials in support of C2005; these ranged from their availability, quality 
and use as well as the training which teachers were given. The availability of 
learning support materials in schools for Curriculum 2005 was found to be uneven, 
the quality varied as a result of design flaws in C2005, and the unreliable evaluation 
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process. There was, overall, a low use of learning materials. The absence of basic 
resources, such as pencils, books, exercise books and duplicating machines in many 
schools as mentioned before was exacerbating the problem while lack of classroom 
space was often a major constraint on effective use of learning resources. 
 
In the majority of contexts, teachers do not have the time, resources and, often, 
skills to develop their own materials. Nevertheless, Khulisa (1999) says that there is 
some evidence that C2005 is being implemented more effectively in some of the 
better-resourced schools, but, says Khulisa, this finding should come as no surprise, 
as teachers in these schools possess strong frameworks of tacit knowledge, which 
enable them to fill the gaps left by the “under-specification” in C2005. They know 
what to expect from the children at the respective grade levels, they are better able 
to imbue learner-centred activities such as group work with meaningful learning, and 
to get the most out of even the most outdated textbooks. It would appear that 
C2005, despite a strong equity agenda, then leads to a widening of social inequality, 
because only highly-skilled teachers are able to use it effectively, while those 
teachers whose own knowledge resources are not strong are left to flounder.The 
challenges therefore that faced C2005 were enormous, but the foregoing section 
paid little attention to challenges that educators, as practitioners charged with the 
task of implementing C2005, have faced.  
 
Hargreaves (1990) states that it is ultimately the teacher that is responsible for 
presenting and delivering the curriculum in the classroom. He goes on to say that 
the teacher’s thoughts, beliefs and assumptions have powerful implications in the 
change process and for the ways in which curriculum policy is translated into 
curriculum practice. What makes the educator’s influence so powerful is the fact that 
it is the educator that translates the curriculum in the classroom. Buckland (2002) 
also advocates that curriculum is really developed through its translation in the 
classroom. Thus, it is imperative to pay attention on the challenges and experiences 
of educators in translating C2005 in their classrooms.  
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2.8.2.1 Challenges and Experiences of Educators in Translating C2005 
 
The Review Committee Report on C2005 articulated that the orientation, training 
and support of teachers for implementation of Curriculum 2005 took place in a 
unique context of rapid social change. It posed a major challenge which had the 
effect of disarming regular institutions. As such, it was a challenge not properly 
seized. The process of training and orientating teachers for implementation of 
Curriculum 2005 began in 1997. In late 1996, the Heads of Education Departments 
Committee approved a ‘broad strategy’ for implementation (DOE, 1997a). This 
strategy included a national pilot project and a national in-service programme for 
teachers. Both were to be conducted between 1st July and 31st December 1997. The 
in-service programme for teachers was to consist of: an advocacy phase directed at 
the approximately 300 000 teachers in the education system to prepare for 
implementing OBE; a national mechanism for training Foundation Phase and 
Intermediate Phase teachers; distribution of policy documents, illustrative learning 
programmes and learner support materials to teachers as part of the training, and 
an evaluation and monitoring mechanism. 
 
Provincial/district workshops with teachers were conducted as short, three to five 
day sessions. These were first conducted during school hours. After restrictions were 
placed on training during school hours, training continued on weekdays after school 
hours and at weekends (Review Committee Report on C2005). A study conducted by 
the HSRC (2000) found that the majority of educators (90%-98%) in the Foundation 
Phase, whether at provincial or district level, had received some or other form of 
training, but, reviews of the implementation of C2005 indicated that the quality of 
orientation had been weak. Often what was called training was actually orientation. 
As a result, observations were made to the effect that ‘in most cases the training 
played an advocacy rather than a skills development role’ (RCR-C2005 citing CEPD 
submission) and an evaluation of the implementation of OBE in Grade 1 classrooms 
conducted in the Eastern Cape pointed out that while ‘92% of educators had 
received training’ in the province, ‘only 36% found it good or excellent.’  
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There was overwhelming evidence of the fact that the level of educators’ 
understanding of C2005, on the one hand, was generally weak and also that there 
was a wide gap between what educators claimed to know and what they actually 
knew, on the other. Moreover, there was evidence that even as training had been 
uneven, difficulties were compounded by redeployment policies. Interviews with 
teachers in the Mpumalanga province revealed that redeployment had the effect of 
shifting teachers, not trained in C2005 or OBE were put into classrooms where they 
were expected to implement C2005. A report on a SADTU Survey on OBE (2000) 
had already confirmed this state of affairs by affirming  that ‘in some schools 
teachers who had received training the previous year were not given Grade 1 
classes, instead teachers with no training were given these classes’. Other studies 
revealed that the main problems experienced by teachers revolved around the 
training being too abstract and insufficiently focused on what the theory meant in 
practice. A study by Jansen (1999) on implementation of outcomes-based education 
in Grade 1 also revealed that teachers uniformly felt that their preparation for C2005 
was inadequate and incomplete.  
 
Another study by Hirallal (2000) found that whereas the majority of teachers felt 
that training had given them some understanding of C2005, it was mainly African 
teachers who expressed uncertainty about the Foundation Phase policy document as 
well as the policy on assessment. Vinjevold and Roberts (1999) found that Grade 7 
teachers had been unable to apply their new understanding to classroom practice, 
thus confirming the dissatisfaction. The Khulisa study in 2000 found that training 
was too short and there was insufficient hands-on training. RCR-C2005 states further 
that while training had provided increased levels of understanding of OBE there were 
real difficulties with what it meant in practice for designing learning programmes, 
integration and continuous assessment. Many teachers appeared to have left the 
training workshops not knowing what it was they ought to teach. A SADTU report on 
results of a survey conducted on OBE (2000) puts it categorically in this assertion: 
 
With the introduction of a new curriculum to the South African education system, teachers 
are desperate for support, both in understanding and accepting the changes required of them 
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and in implementing these changes in their classrooms. One of the main problems with the 
training that has been conducted is that it has focused on teaching the terminology rather 
than engaging with the substance underlying the terminology.  
 
The complexity of the terminology has not allowed teachers to come to grips with 
the basic implications of outcomes-based education for classroom practice. Teachers 
have expressed dissatisfaction with the overabundance of OBE literature which is 
described as intimidating, “user-unfriendly” and of poor quality (RCR-C2005). A 
specific focus on the challenges with OBE, as highlighted by Jansen (1998), is 
provided in the following sub-section. 
 
2.9 The Revised National Curriculum Statement: Grades R-9 
 
The Revised National Curriculum Statement emanated from the review of C2005. 
The Review Committee recommended that strengthening the curriculum required 
streamlining its design features and simplifying its language through the production 
of an amended National Curriculum Statement. In June 2000, the Council of 
Education Ministers accepted the curriculum recommendations of the Review 
Committee (RNCS document, 2002). In July 2000, Cabinet resolved that: 
 
The development of a National Curriculum Statement, which must deal in clear and simple 
language with what the curriculum requirements are at various levels and phases, must begin 
immediately. Such a Statement must also address the concerns around curriculum overload 
and must give a clear description of the kind of learner in terms of knowledge, skills, values 
and attitudes - that is expected at the end of the General Education and Training band. 
 
The Revised National Curriculum Statement is thus not a new curriculum but a 
streamlining and strengthening of Curriculum 2005. It keeps intact the principles, 
purposes and thrust of Curriculum 2005 and affirms the commitment to outcomes-
based education. As this curriculum was designed to strengthen C2005 it focused on 
clarity and accessibility both in its design and language. Its learning outcomes and 
assessment standards clearly defined, for all learners, the goals and outcomes 
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necessary to proceed to each successive level of the system. Furthermore, the RNCS 
would be available in all official languages.  
 
2.9.1 Implementation in the RNCS 
 
The RNCS: Grades R-9 was going to be implemented in schools by means of 
Learning Programmes. Learning Programmes were structured with systematic 
arrangements of activities that promoted the attainment of learning outcomes and 
assessment standards for the phase. Learning Programmes specified the scope of 
learning and assessment activities per phase. Learning Programmes also contained 
work schedules that provided the pace and the sequencing of these activities each 
year as well as exemplars of lesson plans to be implemented in any given period 
(RNCS document, 2002).  
 
2.9.2 Learning Programme Guidelines 
 
To ensure achievement of national standards set by the Revised National Curriculum 
Statement, policy guidelines for relevant and appropriate Learning Programmes were 
be developed at national level in collaboration with provinces. These guidelines were 
to emphasise the principle of integrated learning and the achievement of an optimal 
relationship between integration across learning areas and conceptual progression 
from grade to grade.  
 
2.9.3 Challenges that faced RNCS: Grades R-9 
 
As its predecessor, the RNCS was faced with many challenges some of which were 
more like those of C2005. Some of the challenges that faced the RNCS as explained 
by Lawrence and Moyo, (2009) were: a minimal training on the curriculum which 
spread over thousands of teachers in a very short space of time, a serious 
misunderstanding of new terminology and a lack of adequate resources for 
curriculum introduction. Other challenges included too much paperwork, teacher 
workload and administrative burden (Dada et. al, 2009). The new paperwork 
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brought in by the new curriculum involved drawing up of learning programmes of 
the phase and work schedules. Educators were not well versed in the drawing up of 
these learning programmes as they were used to making a scheme of work after 
looking at the prescribed syllabus. Moreover, there were many controlled tasks to be 
administered, marked and recorded for external continuous assessment (CASS), 
moderations and common paper assessment without any provision of pace setters. 
This lack of provision of pace setters implied that educators were not going to 
proceed at the same pace; this would ultimately contribute to high levels of 
underperformance in learner assessment.     
 
2.10 The National Curriculum Statement: Grades 10-12 
 
The National Curriculum Statement consists of 29 subjects. Subject specialists 
developed the Subject Statements which make up the National Curriculum 
Statement. The draft versions of the Subject Statements were published for 
comments in 2001 and then re-worked to take account of the comments received. 
In 2002, 24 subject statements and an overview document were declared policy 
through the Government Gazette. In 2004 five subjects were added to the National 
Curriculum Statement.  
 
2.10.1 Challenges that faced NCS Grades 10-12 
One of the most distinctive and apparent challenges that has been obtrusive since 
the inception of C2005 was having to shift from a teacher-centred type of curriculum 
to a learner-centred curriculum. This challenge was not only experienced by 
educators; learners themselves were faced with a challenge of having to be sources 
of knowledge. Adding to this challenge was, as pointed out by Spady and Marshall 
(1991), a shift from an emphasis on learning content to specific outcomes and from 
the memorization of facts to the demonstration of outcomes. What exacerbated the 
challenges faced by educators in the implementation of the curriculum was the fact 
that the authorities seemed to be always chopping and changing the curriculum 
before educators could find their feet with regard to implementation. Inadequate 
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teacher training coupled with the shortage of resources and a lack of support from 
government also hampered the ability of teachers to implement NCS. Furthermore, 
the school principals were not well trained to manage the transition to the new 
curriculum (Badugela, 2012).  
Badugela’s study also found that the educators were afraid of change; they feared 
the unknown, they lacked knowledge and understanding and as such they faced 
enormous challenges in implementing the new curricula. Also, the instructional 
leadership challenge to the principals in the implementation of the curriculum to help 
educators in their day-to-day teaching practice was daunting. Ransford’s (2009) 
study on the role of teachers’ psychological experiences on the implementation of a 
social and emotional learning curriculum found that teachers who have psychological 
experiences in workplace, and who have perceived low levels of support for 
innovations, will be most vulnerable to poor implementation quality (Ransford et al, 
2009). Thus, as once alluded to by Day, Gammage and Cole (1993), for many 
teachers the changes in primary education have caused loss of long-held beliefs, 
established practices, habits, self confidence and self esteem.  
All the revisions made on C2005 were attempts to strengthen C2005 by addressing 
weaknesses that prevailed within C2005. The only thing that these revisions did not 
touch on was the underlying principle of C2005’s OBE. According to Jansen 
(1998),OBE had its own flaws which the next sub section will look into. 
 
2.10.2 Challenges with Outcomes Based Education 
 
In his article, Curriculum Reform in South Africa: A Critical Analysis of Outcomes 
Based Education, Jansen (1998) outlines a series of major reasons why OBE would 
have a negative impact upon South African schools. This sub-section is an abridged 
version of some of Jansen’s principal criticisms of OBE: 
 
OBE, as curriculum policy, is implicated in problematical claims and assumptions 
about the relationship between curriculum and society. Among advocates, OBE 
policy claims in South Africa are either associated with, stated as prerequisite for or 
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sometimes offered as a solution to economic growth. There is not a shred of 
evidence in almost 80 years of curriculum change literature to suggest that altering 
the curriculum of schools leads to or is associated with changes in national 
economies. Even the most optimistic of studies, conducted in Tanzania and Colombia 
by the World Bank, suggest that there is simply no evidence from experimental 
research that curriculum diversification, i.e. an attempt to make curriculum 
responsive to economic conditions, has 'significant' social or private benefits. 
 
There are strong philosophical reasons for questioning the desirability of OBE in 
democratic school systems. One need not take the radical but enticing position that 
specifying outcomes in advance might be anti-democratic. It is sufficient to argue 
that this policy offers an instrumentalist view of knowledge, a 'means-ends OBE 
stance ... that violates the epistemology of the structure of certain subjects and 
disciplines'. Worthwhile activities have their own built-in standards of excellence, and 
therefore they can be evaluated according to the standards inherent in them rather 
than according to some end or outcome (Jansen, 1998). 
 
A small elite of teachers, often expert and white, have driven the Learning Area 
Committees and other structures in which OBE has been developed. The sad reality 
is that the overwhelming majority of teachers simply do not have access to 
information on OBE or understand OBE in instances where such information may be 
available. In other words, there is not a process, systematic and on-going, in which 
teachers are allowed to conceptualise and make sense of OBE as curriculum policy. 
In a cruel twist of history, teachers continue to be defined as 'implementers' and 
even in this marginal role, official support is uneven, fragmented and, for many 
teachers, simply non-existent (Jansen, 1998).  
 
OBE with its focus on instrumentalism - what a student can demonstrate given a 
particular set of outcomes - sidesteps the important issue of values in the 
curriculum. Furthermore, OBE as outcomes does not define content(what policy 
bureaucrats call the actual learning programmes). As a result, the same set of 
learning outcomes could be exposed to a wide range of interpretations by teachers; 
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this means, for example, that outcomes with good citizenship goals could mean one 
thing in a conservative school setting and another in a school with a broad 
democratic ethos. There is nothing within the OBE framework to prevent such a 
latitude of interpretation that would mute even the modest directions signalled in an 
outcome. The management of OBE will multiply the administrative burdens placed 
on teachers (Jansen, 1998).  
 
A useful example of such trends is found in recent research on how teachers 
understand and implement continuous assessment, a policy instructive issued to all 
schools in the wake of the syllabus reform process spearheaded by the National 
Education and Training Forum. Rather than encourage a more progressive, holistic 
assessment of students as the policy stipulated, continuous assessment in practice 
meant little more than assessing continuously in most schools. The range of 
assessment tasks remained more or less constant; however, the number of tasks 
multiplied significantly. The same was likely to happen with OBE (Jansen, 1998). 
 
To manage this innovation, teachers are required to reorganise the curriculum, 
increase the amount of time allocated to monitoring individual student progress 
against outcomes, administer appropriate forms of assessment and maintain 
comprehensive records. OBE trivialises curriculum content even as it claims to be a 
potential leverage away from the content coverage which besets the current 
education system (Jansen, 1998).  
 
There is neither the fiscal base nor the political will to intervene in the education 
system at the level of re-engineering the education system to support the 
innovation; for example, it requires trained and retrained teachers, radically new 
forms of assessment (such as performance assessment or competency-based 
assessment), classroom organisation which facilitates monitoring and assessment, 
additional time for managing this complex process, constant monitoring and 
evaluation of the implementation process, retrained education managers or 
principals to secure implementation as required, parental support and involvement, 
new forms of learning resources (textbooks and other aides) which are consonant 
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with an outcomes-based orientation and opportunities for teacher dialogue and 
exchange as teachers co-learn in the process of implementation. Few schools appear 
to have actually reorganised their curriculum and overhauled their assessment and 
reporting schemes to reflect new, higher outcomes. More commonly, schools and 
districts draft outcomes based on the present curriculum or write ambitious and far-
reaching new outcomes while changing the curriculum very little (Jansen, 1998).  
 
As stated before, all alterations made to C2005 through its revisions maintained the 
principle of OBE even though it had been seen to have flaws. After each curriculum 
revision, workshops were held to acquaint teachers with aspects of each new 
curriculum. The upcoming section focuses on curriculum dissemination and the 
model of curriculum dissemination employed in the South African CDD process. In 
addition, challenges emanating from the used model will be explored.  
 
2.11 Curriculum Dissemination 
 
Carl (2002) states that the curriculum dissemination phase follows the phase of 
curriculum design. He continues by stating that, in this phase, information about the 
new curriculum is intentionally distributed and curriculum consumers are prepared 
for its use. Marsh and Willis (2007) explain that the term dissemination refers to 
intentional and planned efforts to inform individuals or groups of education 
practitioners about innovation. Carl (2002) argues that effective dissemination is 
significant for successful implementation of new curriculum ideas, for the 
institutionalisation of such ideas, and also for arousing interest and marketing the 
innovation to the potential users for its adoption.  According to Carl (2010), 
strategies for curriculum dissemination include the production and distribution of 
guidance materials, and conducting capacity-building workshops to empower 
curriculum users, as the level of empowerment probably also determines the level of 
dissemination.   
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2.11.1 Strategies for Curriculum Dissemination 
 
Raselimo (2010) states that in Lesotho a commonly used model of dissemination for 
the secondary school curriculum is a trial school system. In this model, according to 
Raselimo, selected schools representing various regions are selected for trial of the 
new curriculum. These schools work collaboratively with the National Curriculum 
Development Centre (NCDC), which is responsible for school curriculum activities in 
the country. The NCDC plays a supervisory role by providing clarity and addressing 
teachers’ concerns with the new curriculum. They also get feedback that is used to 
refine the curriculum prior to full implementation. The Review Committee Report 
(RCR) explains that the South African Department of Basic Education used the 
Cascade model for dissemination of C2005. In similar vein, Engelbrecht, Ankiewicz, 
and Swardt (2007) state that in South Africa the Cascade model was initially used as 
an advocacy strategy by the Department of Education to provide Continuous 
Professional Training and Development to teachers, with a view to enabling them to 
implement the new national curriculum.  
 
In this model, according to Griffin (1999), a first generation of teachers is trained or 
educated on a particular topic, aspect of teaching or subject matter and, once 
proficient, these teachers become the educators of the second generation. More, 
cited in Dichaba and Mokhele (2012) say that the cascade model consists of the 
following steps: 
 
 Development of training material – the design of materials such as guides. 
This training material is designed to provide systematic direction of the 
training process. 
 Training at different levels – the unfolding of the actual training by 
facilitators. 
 Follow-up training – training that is meant to close the gaps left by the initial 
training; this type of training is used for consolidation purposes. 
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Dichaba and Mokhele (2012) believe that the advantages of the cascade model are 
that it allows training to take place in stages so that progress can be monitored. 
Also, as more teachers receive training, information can be disseminated quickly and 
to an even larger number of teachers.  
 
2.11.2 Challenges with the Cascade Model 
 
The RCR (2000) mentions that submissions made by Khulisa (1999), the Centre for 
Education Policy Development (CEPD) (2000), Human Sciences Research Council 
(HSRC) (2000), University of Pretoria and National Professional Teachers’ 
Organisation of South Africa (NAPTOSA) revealed that the Cascade Model has been 
widely criticised as an inadequate model for delivering effective training. Firstly, it 
failed to prepare either officials or school-based educators for the complexity of 
C2005 implementation. In the first instance the ‘cascading’ of information resulted in 
the ‘watering down’ and/or misinterpretation of crucial information (RCR, 2000). The 
same view is upheld by Fiske and Ladd (2004) when they argue that when the 
intended message is transmitted to the next level, the chances of crucial information 
being misinterpreted are high. Secondly, trainers lacked confidence, knowledge and 
understanding to manage the training process. District officials who conducted 
training were criticised for not understanding the terminology themselves and for 
using the teaching methodologies that were not in line with outcomes-based 
education (RCR, 2000 citing Bryanston Primary School, Free State Education 
Department, Gauteng District Training Team, Gauteng Education and Training 
Council, Heine, and Waja submissions). Moreover too many of those who did the 
training had been out of the classroom for too long (RCR, 2000 citing Kahn).  
 
Taylor and Vinjevold (1999) stress that the training also created misconceptions that 
textbooks and content knowledge were no longer necessary in the new paradigm. 
According to Robinson (2002) one other prevailing challenge with the cascade model 
was that this model offered training, but little or no follow-up support structures for 
teachers who had to deal with the long-term implementation of the new reforms. 
Dichaba and Mokhele (2012) report that in their study on the effectiveness of the 
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cascade model on teacher training 55% of respondents concurred by saying that the 
Cascade Model resulted in the misinterpretation of crucial information. Moreover, 
24% of respondents claimed that much of the information was simply lost. 
 
In the foregoing chapter it has been mentioned that several stakeholders have an 
influence on the CDD process. The next sub-section looks at the role and influence 
of various stakeholders on CDD. 
 
2.12 The role and influence of stakeholders in CDD 
 
Valenciano Jr. (2013), Murphy (2013), and Lundang (2013) state that: 
 
Stakeholders are individuals or institutions that are interested in the school curriculum. Their 
interests vary in degree and complexity. They get involved in many ways in the 
implementation, because the curriculum affects them directly or indirectly. These 
stakeholders shape the curriculum implementation.  
 
Alberta Education (2012) states that nationally and internationally, the definition of 
education stakeholders includes those working in the education field; i.e., teachers, 
principals, central office staff, university researchers, professors of education. 
Moreover, the importance and the assumed value of engaging with the 
client/customer and consumer of education is recognized in some jurisdictions. The 
engagement of teaching communities, professional associations, academics, industry 
and parent and community groups is considered essential for developing and 
implementing curriculum at the national or provincial/territorial or state level. 
Technology is providing for a variety of ways in which stakeholder input and 
feedback is being used to develop and vet curriculum. Technologies, such as video-
conferencing, podcasts, chats, online forums, e-mail, surveys and online newsletters, 
are used to facilitate engagement. Interactive websites are also being used to allow 
for varying degrees of engagement for different stakeholder groups and to allow for 
the self-identification of stakeholders who may not be immediately evident. Cedefop 
(2012) declares that the logic of stakeholder involvement implies that stakeholders 
have up-to-date and accurate knowledge of what current and future competences 
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are required and are able to communicate this knowledge. The curriculum serves 
different stakeholders; accordingly, the design process must include arrangements 
whereby different interests are reconciled and, where appropriate, compromises or 
alternatives are negotiated. Aguilando and Parungao (2013) confirm that stake 
holders include learners, teachers, curriculum managers and administrators, parents, 
professional organisations and government. 
 
2.12.1 The role and influence of learners 
 
According to Tiangson (2013) learners are the very reason a curriculum is 
developed. Consideration must be given to the following: age, gender, physical, 
mental and emotional development, cultural background, aspiration and personal 
goals. The success of the curriculum can only be measured by the extent of learning 
that the learners have achieved. 
 
 
 
 
 
 Figure 2.5, adopted from Murphy (2013) illustrates the role of learners in CDD. 
 
 
 
 
 
 
 
 
 
 
 
 
115 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 2.5: The role of learners adopted from Murphy 2013 p. 8 
 
In the South African context consideration has been given to learners, in both C2005 
and RNCS development processes, and mostly in the form of competences that 
learners are expected to possess at the end of their learning experiences. Other 
aspects like cultural background, as the findings of Nobanda’s (2012)study reflect, 
were not given any diverse consideration. Also, learners’ interests, emotional and 
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mental development, especially in rural areas, were not taken into consideration. In 
Murphy’s (2013) assertion the success of the curriculum can only be measured by 
the extent of learning that the learners have achieved, therefore a fit between the 
planned or written curriculum and the characteristics of the learner will guarantee 
success in education. 
 
2.12.2 The role and influence of teachers 
 
Lundang (2013), Murphy (2013), Taba (1962), and Valenciano Jr. (2013) concur that 
planning and writing the curriculum should be the primary role of teachers. Teachers 
should address the goals, needs, interests of the learner by creating experiences 
from where the students can learn. Teachers should also design, enrich and modify 
the curriculum to suit the learners’ characteristics.  
 
Figure 2.6, adapted from Aguilando and Parungao (2013), illustrates the role of the 
teacher. 
 
Figure 2.6: The role of the teacher adopted from Aguilando and Parungao 2013 p.11 
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Teachers should be part of textbook committees, faculty selection boards, school 
evaluation committees or textbook writers themselves (Lundang, 2013; Murphy, 
2013; Taba, 1962 & Valenciano Jr. 2013). In China, according to Huang (2007), 
curriculum reform also gives great importance to teachers’ professional 
development. The reform makes teachers curriculum developers (Huang, 1995) and, 
while few teachers participate in the nationwide or local curriculum planning and 
development, many teachers will be involved in school-based curriculum 
development. 
 
 According to Carl (2005), this view of the majority of teachers only being involved in 
school-based curriculum development, denies the broader curriculum functions that 
could possibly be fulfilled outside the classroom by teachers who serve on provincial 
or national curriculum committees. Carl also makes an assertion that curriculum 
development is part of the teachers' daily tasks; teachers as practitioners are in fact 
best able to reflect true practice and make a contribution in the CDD processes. In 
addition, he argues that it is the teachers who ultimately have to implement the 
curriculum and therefore teachers, as professionals, ought to be involved in all CDD 
processes.  
 
In Finnish Schools, teachers are able to decide on the materials and textbooks 
and/or resources to be used in the classroom. This also applies to the use of 
information and communication technology (Alberta Education, 2012) while a report 
by UNESCO (1998) reveals that in Pakistan some serving teachers are involved in 
curriculum development, but notwithstanding their outstanding subject area 
expertise, their contribution to the curriculum development is, for all practical 
purposes, nominal. A similar situation to that of Pakistan, especially that of giving a 
nominal role to teachers in the CDD process, is indicated in studies conducted by 
Ramparsad (2001) and Carl (2005) on the role played by educators in the South 
African CDD processes which reflect an insignificant participation on the side of 
teachers. Moreover, the results of the research project conducted by Carl (2005) 
indicate that teachers were for the most part being excluded from participation in 
curriculum development at curriculum levels outside the classroom. Their perception 
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was that, although they were the subject and/or learning area specialists, little 
attention, if any, was given to their "voice" — they were only involved in the 
implementation of the new curriculum. Carl moves on to state that a perception 
often held by teachers is that the curriculum is developed "elsewhere" so that they 
simply need some guidance for the "correct application" of a curriculum which is 
"handed down to them from the top". Ramparsad states that whilst the various state 
policy documents such as A Policy Framework for Education and Training (ANC, 
1994) of the African National Congress (ANC) alluded to greater decentralisation of 
curriculum development tasks, no significant change in terms of the involvement of 
teachers can be identified.  
 
In the light of the reports by Carl and Ramparsad it is evident that teachers have 
played a nominal role in the South African CDD. This study therefore is an attempt 
by the researcher to highlight the gaps that exist between the CDD processes and 
the CI process to mitigate challenges that are experienced in the implementation 
phase.  
 
2.12.3 The role and influence of curriculum managers and administrators 
 
In Mandocdoc’s (2014) view, curriculum managers and administrators supervise 
curriculum implementation, select and recruit new teachers, admit students and 
procure equipment and materials needed for effective learning. They make final 
decisions in terms of the school’s purpose and have a great concern about what kind 
of curriculum their schools offer and how these are implemented.  
 
Figure 2.7 illustrates the role of Curriculum Managers and Administrators. 
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Figure 2.7: The role of Curriculum Managers and Administrators adopted from 
Aguilando and Parungao 2013 p. 23 
 
The findings of a study conducted by Nobanda (2012) alluded to an insignificant role 
played by school managers in terms of assisting teachers in the curriculum 
implementation. The insignificance of the management role was attributed to the 
fact that managers themselves lacked apposite understanding of most aspects of the 
curriculum. 
 
2.12.4 The role and influence of parents 
 
Boka (2013) states that parental involvement is about the role that a parent or 
guardian plays in assisting or supporting the learning path of her/his child at school. 
In Boka’s view parents’ involvement in their children’s schooling is important 
because it ensures continuity between home and school. It also is a way of ensuring 
that parents can interpret the world of their children and keep abreast of 
developments in their education. Children whose parents take a keen and active 
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interest in their education tend to perform better than those whose parents are not 
supportive. According to Valenciano Jr., Murphy, and Lundang, parents are the best 
supporters of the school in that they are the ones paying for the child’s education. 
Effective parental involvement in school affairs may be linked to a parent educational 
programme which is central to high-quality educational experiences of the children. 
The power of parents to influence the curricula to include instructional materials and 
school activities is great, such that success of curricula would somehow depend on 
their support. The community, mostly in South African rural areas, does not see it as 
their responsibility to impart pedagogical knowledge to their children because they 
view teaching as an activity meant for qualified practitioners (Nobanda 2012). In 
fact, proclaims Mncube (2009), parental participation depends entirely on their 
educational level which plays a major role in their contributions, together with their 
personal abilities, otherwise they are passive participants. New educational changes 
and challenges make them passive participants. In corroboration with Mncube, 
Nyama states that high levels of illiteracy among parents make them unable to assist 
their children with their school work. Moreover, these high levels of illiteracy 
contribute to parents’ feelings of inferiority, incompetence, ignorance and 
voicelessness. Thus, in most cases illiterate people do not take part in decision- 
making processes because they feel they have nothing valuable to offer (Nyama, 
2011 citing Clarke).  
 
Nyama’s (2011) assertion about parents’ feelings of voicelessness is one of the 
sources of inspiration in this study. The researcher also wants to investigate the 
involvement of parents in the CDD process to establish whether or not their 
involvement or lack thereof has any bearing on their feelings of voicelessness and 
lack of enthusiasm in participating in curriculum issues. 
 
Boka (2013) states that in most South African schools there is a statutory body – the 
School Governing Body (SGB) – which includes elected parents’ representatives, in 
line with the South African Schools Act, 84 of 1996 (SASA). In the policy framework 
for SGBs it is assumed that they would, as part of their obligatory functions, 
effectively ensure the involvement of all parents in the education of their children. 
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Practice, however has shown that often the SGB does not meet this expectation. A 
common criticism of SGBs is that once the body is elected it gets absorbed with 
school governance matters and excludes its constituency – the parents – from being 
part of the drive to promote quality teaching and learning. 
 
Mncube (2008), also focusing on the role of parents in SGBs, says that illiterate 
parents are unable to keep abreast of new challenges in education, and so some 
parent governors tend to delegate their responsibilities to the school principal, thus 
becoming passive participants.  
 
 
2.12.5 The role and influence of professional organizations 
 
Some of these organizations are found in many professions, such as teachers’ 
organizations, lawyers’ organizations, medical doctors’ associations, engineers’ 
organizations and others. According to Murphy (2013) these professional 
organizations are asked by curriculum specialists to contribute to curriculum reviews 
since they have a voice in the licensure examination, curriculum enhancement and 
many more. These organizations have a better view of the industry to which the 
graduates of the curriculum go (Valenciano Jr. 2013, Murphy 2013, and Lundang 
2013). Cedefop (2012) illustrates the role and influence of professional organisations 
by studies it conducted in several countries. According to the Cedefop, many 
countries regularly review and update curricula in the light of changes in the labour 
market and skills needs. In Spain, for example, all occupational standards are 
reviewed every five years, and this process leads to changes in curricula. In a 
number of countries, a review of vocational qualifications may be requested by 
Vocational Education and Training (VET) providers, employers or professional 
associations (for example, in Latvia and Hungary) as well as by the central authority. 
In some countries (for example, Germany), employers’ organisations have the right 
to introduce new curricula.  
 
In France, the latest format of the baccalauréat professionnel des systèmes 
électroniques et numériques was proposed by the employers’ Union of Metallurgical 
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Industries and Trades (UIMM). In the Netherlands, each sectoral centre of expertise 
reviews the qualifications structure for which it is responsible. This is overseen by a 
management board representing business, education and trade unions.   
 
Hall and Soskice have described how, in what they call coordinated economic 
systems, companies and other interest groups have the opportunity to negotiate 
agreements which serve mutual interests (Cedefop, 2012 citing Hall and Soksice, 
2001). The negotiation of vocational curricula provides a good example of such a 
process: transparent, shared standards for occupations or vocations may benefit all 
of the labour unions and businesses that form an industry. The responsibilities 
associated with curriculum design are allocated to different institutions in different 
countries. In the UK (England), for example, there are independent awarding 
organisations responsible for designing and administering assessment. These 
organisations have a particular focus on keeping assessment reliable and cost-
effective because they compete with other awarding organisations for a market 
share.   
 
In most countries, the development of the written curriculum is led by a working 
group which is usually appointed by the official qualification agency and includes 
representatives of different stakeholders. Working groups usually bring together 
employers or their representatives, officers from the qualification agency or 
government department responsible, educational representatives, for example head 
teachers and trainers, and technical experts. In Poland, for example, the working 
groups that prepare the curricula are represented mainly by educationalists; the 
social partners usually participate during the consultation phase. In Spain working 
groups typically have representation from the Spanish Confederation of Employers’ 
Organisations (Confederación Española de Organizaciones Empresariales, CEOE); the 
General Workers’ Union (Unión General de Trabajadores, UGT); and the Workers’ 
Commissions (Comisiones Obreras), as well as from specialist employers’ 
associations. The technical experts have experience and know-how in the writing of 
curricula. The other stakeholders are expected to contribute first-hand knowledge 
from their domain: what skills employers want, what is practical within training 
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schools, etc. In a number of countries, e.g. Lithuania, Poland and Slovakia, it was 
reported that, although employers are formally given opportunities to contribute to 
the design of curricula, such opportunities are rarely taken up in practice (Cedefop, 
2012). 
 
2.12.6 The role and influence of the government  
 
According to Kennedy (1996), the government at Ministry level, ideally should 
provide long-term political and resource support and the necessary pressure for 
systemic reform.  A national team, continues Kennedy, is important for the 
development of materials, provision of resources, teacher development and 
evaluation, and for generally providing a coordinating role. A detailed account on the 
role of government in CDD in different countries is provided in the study conducted 
by Alberta Education (2012). Some of the countries that Alberta Education focused 
on include the United Kingdom (UK), Canada, France, Australia, Bulgaria, Finland, 
Croatia, Italy, Slovania, Spain, Sweden and others. According to Alberta Education, 
in the UK, People First, a state-managed representative body, has led qualification 
reform for the sector, but many of the measures that it has taken have been driven 
by national policies.  
 
In most countries, the formal responsibility to approve curricula lies with the 
government, however, in some countries, governance of the curriculum design 
process is fairly evenly distributed across regional and local levels, whereas, in 
others, it is mostly concentrated in the central government authorities. In France, for 
example, curriculum design is governed by administrative officials of the relevant 
ministry. Employers are included within the professional consultative committee 
(Commission Professionnelle Consultative, CPC), which is the body that is 
responsible for the development process. The CPC forms a sub-group, involving 
representatives of employers and employees as well as inspectors and officials who 
carry out the research and write the standards. Similarly, in Austria, curriculum 
development is directly controlled by the relevant ministries. In Pakistan the Federal 
Supervision of Curricula, Textbooks and Maintenance of Standards of Education Act 
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1976, lists the terms of reference for the National Bureau of Curriculum and 
Textbooks (NBCT) which is the Ministry of Education’s Curriculum Wing (Jamil, 2009 
& Ashraf, 2004).  
 
ACARA (2012) states that in Australia curriculum development work is guided by the 
Melbourne Declaration on Educational Goals for Young Australians, adopted by the 
Ministerial Council in December 2008. The Melbourne Declaration emphasises the 
importance of knowledge, skills and understanding of learning areas, general 
capabilities and cross-curriculum priorities as the basis for a curriculum designed to 
support twenty-first century learning. Otunda and Nyandusi (2010) state that in 
Kenya the Ministry of Education is responsible for providing educational services in 
the country. They move on to say that the Ministry’s vision is “to provide quality 
education for development” while its mission is “to provide, promote and co-ordinate 
lifelong education, training and research for Kenya’s sustainable development”. In 
many countries, however, such as Bulgaria, Croatia, the Czech Republic, Estonia, 
Finland, Ireland, Italy, Latvia, Lithuania, Romania, Slovenia, Spain and Sweden, the 
curriculum development process is controlled by a public but quasi-autonomous 
qualifications agency, although formal approval is given in the form of a ministerial 
or government decree (Alberta Education, 2012).  
 
The following sub-section presents governmental influence on the CDD in South 
Africa.  
 
2.12.7 Governmental influence in the South African CDD 
 
In South Africa the Government has a great stake in the curriculum implementation. 
It is represented by the DoE for basic education. According to the White Paper on 
Education (1995), the South African Ministry of Education in the Government of 
National Unity published a white paper which described the first steps in educational 
policy formulation in 1995. The document was published by the national Ministry of 
Education with the approval of Cabinet. In preparing it, the Ministry enjoyed 
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substantial cooperation from the provincial Ministries of Education, and appreciates 
their comments and suggestions.  
 
The provincial Ministers of Education indicated that they intended to publish 
provincial white papers on education. Provincial white papers would perform a vital 
service by sharpening the focus of debates on education policy within each province. 
Collectively they would make an increasingly significant contribution to the 
development of policy for the national system as a whole. The Ministers of Education 
and Labour established an Inter-Ministerial Working Group to develop their common 
interests in an integrated approach to education and training and a National 
Qualification Framework (NQF), and to clarify their respective competencies with 
regard to training.  The draft National Qualification Framework Bill being prepared by 
the Inter-Ministerial Working Group would therefore allow ample scope for the NQF 
to be developed from within the diverse education and training sectors, in terms of 
national guidelines and a mutually-agreed-upon regulatory framework.  Government 
had the mandate to plan the development of the education and training system for 
the benefit of the country as a whole and all its people (White paper, 1995). 
 
The challenge the government faced was to create a system that would fulfil the 
vision to "open the doors of learning and culture to all". The paramount task was to 
build a just and equitable system which was to provide good quality education and 
training to learners young and old throughout the country. National reconstruction 
and development demanded that the knowledge and skills base of the working and 
unemployed population be massively upgraded, and that young people still at school 
have better opportunities to continue their education and training. The human 
resource development programme therefore had to expand the ways in which 
people are able to acquire learning and qualifications of high quality. New, flexible 
and appropriate curricula were needed that cut across traditional divisions of skills 
and knowledge, with standards defined in terms of learning outcomes and 
appropriate assessment practices, in order to provide a more meaningful learning 
experience, and prepare them more effectively for life's opportunities. The 
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formulation of national norms and standards necessarily involved the development of 
curriculum frameworks and core curricula. (White paper, 1995) 
 
Within these national parameters, provincial Departments of Education had 
significant scope for defining learning programmes designed to express distinct 
provincial interests and priorities, should they wish to do so. The Ministry of 
Education had to explore a holistic and integrated approach to Education Support 
Services, in collaboration with the provincial Ministries of Education and in 
consultation with the Ministries of Health, Welfare and Population Development and 
Labour. The inclusive, integrated approach recognised that issues of health, social, 
psychological, academic and vocational development, and support services for 
learners with special education needs in mainstream schools, are inter-related 
(White paper, 1995). 
 
The teacher education sector is a joint responsibility of the national and provincial 
governments, since the 100+ teachers colleges fall under the provincial Departments 
of Education, and teacher education conducted in universities and technikons falls 
under the national Department, whereas the many Non Governmental Organisations 
involved in teacher education may belong in either category. Teacher education 
belongs at present both within higher education and within the so-called 
"college/school" (CS) sector. The provincial Departments of Education, and 
university and technikon faculties of education, had to be responsible for the 
redesign of teacher education programmes in line with the new values, goals and 
principles of national education and training policy determined by the Minister (White 
paper, 1995). 
 
Such national policy have to include a qualification structure expressed in terms of 
minimum criteria and competences, and would facilitate the qualitative improvement 
and developmental relevance of teacher education programmes. It would contribute 
to a new system of accreditation for teacher education and training institutions 
which accords with the NQF, and provides for quality assurance and the portability 
of credits. As a benchmark for the new policy, a national professionally-researched 
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audit of teacher education capacity was being undertaken in the first half of 1995 
under the auspices of HEDCOM and with the support of the Council of Education 
Ministers (White paper, 1995). 
 
Concerning Adult Basic Education and Training the professional directorate for ABET 
was being established in the new Department of Education in order to provide a 
national focal point for the Ministry's commitment to the field, to undertake or 
sponsor research on structure and methods, to develop norms and standards, and to 
liaise with the RDP Office, the Department of Labour, and provincial departments of 
education. In the meantime, the Ministry of Education had established a national 
ABET Task Team, including provincial representatives, to carry forward the extensive 
preparatory work which had already been undertaken by the community of ABET 
stakeholders and practitioners and plan the RDP Presidential Lead Programme in this 
field, in conjunction with counterpart teams in the provinces. The Department of 
Education would work with the Task Team to help translate proposals into 
implementable policy (White paper, 1995). 
 
2.13 Theoretical Framework 
 
This sub-section of the chapter seeks to contextualize the study within a more 
theoretical scope in order to help me to ground the study to a certain direction. It is 
also intended to help the reader to understand the angle from which the researcher 
approached this study. Rampasad (2001) and Carl (2005) speak about the lack of 
teacher involvement in the South African CDD process. The exclusion of teachers in 
the design and development process results in challenges in the implementation 
process. In dealing with this sub-section the researcher is going to use the Taba 
model of curriculum design and development as a theory base for the study.  
 
The selection of the Taba model is because it emphasises that teachers, who teach 
the curriculum, should participate in developing it. Other proponents of the 
involvement of teachers in CDD process are: Valenciano Jr., Murphy, and Lundang. 
Taba lists seven major steps to her model in which teachers could have major 
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inputs. These are: Diagnosis of needs, Formulation of objectives, Selection of 
content, Organization of content, Selection of learning experiences, Organization of 
learning activities, and Evaluation and means of evaluation. One other theory 
underpinning this study is the systems theory. In the foregoing chapter a detailed 
layout of the Taba Model has been provided with the other approaches to curriculum 
development, but, due to the fact that I have chosen this model as a theory base for 
this study I feel it necessary to provide its layout once more.  
 
2.13.1 The Taba Model 
 
According to Mishra and Wamaungo, a different approach to curriculum 
development was proposed by Taba in her book Curriculum Development: Theory 
and Practice which was published in 1962. In her book Taba argued that there was a 
definite order in creating a curriculum. She believed that teachers, who teach the 
curriculum, should participate in developing it so this led to the model being called 
the grass-root approach. Gordon (1997) agrees with Mishra (2012) and Wamaungo 
(2012) by saying: 
Taba believed that the curriculum should be designed by the teachers rather than handed 
down by higher authority. Further, she felt that teachers should begin the process by creating 
specific teaching-learning units for their students in their schools rather than by engaging 
initially in creating a general curriculum design. 
 
Gordon further explains that contrary to the Tyler model’s deductive approach, Taba 
advocated an inductive approach to curriculum development. In the inductive 
approach, curriculum workers start with the specifics and build up to a general 
design as opposed to the more traditional deductive approach of starting with the 
general design and working down to the specifics. Taba noted seven major steps to 
her model in which teachers could have major inputs: 
 
 Diagnosis of needs: The teacher, who is also the curriculum designer, 
starts the process by identifying the needs of students for whom the 
curriculum is planned; for example, the majority of students are unable to 
think critically. 
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 Formulation of objectives: After the teacher has identified the needs that 
require attention, he/she specifies objectives to be accomplished. 
 Selection of content: The objectives selected or created suggest the 
subject matter or content of the curriculum. Not only should objectives and 
content match, but also the validity and significance of the content chosen 
needs to be determined. i.e. the relevancy and significance of content. 
 Organization of content: A teacher cannot just select content, but must 
organize it in some type of sequence, taking into consideration the maturity of 
learners, their academic achievements, and their interests.  
 Selection of learning experiences: Content must be presented to 
students and students must be engaged with the content. At this point, the 
teacher selects instructional methods that will involve the students with the 
content. 
 Organization of learning activities: Just as content must be sequenced 
and organized, so must the learning activities. Often, the sequence of 
learning activities is determined by the content. But the teacher needs to 
keep in mind the particular students whom he/she will be teaching. 
 Evaluation and means of evaluation: The curriculum planner must 
determine just what objectives have been accomplished. Evaluation 
procedures need to be designed to evaluate learning outcomes. 
 
According to Lunenburg (2011), Taba reversed the commonly-accepted procedure 
for curriculum development by suggesting that instead of developing a general plan 
for the school program as the scholars in the tradition of deductive models do, it 
would be more profitable to begin with the planning of teaching-learning units. In 
such a system, teaching-learning units would provide the basis for the curriculum 
design. Thus, the curriculum would emerge from the instructional strategies. 
Lunenburg further states that Taba developed a Grades 1 through to 8 social studies 
curriculum organized around teaching-learning units. In the process, a curriculum 
model evolved that is applicable to many types of curricula and that can be used in 
many different kinds of school settings and school levels: elementary school, middle 
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school and high school. The model includes an organization of, and relationships 
among, five mutually interactive elements - objectives, content, learning 
experiences, teaching strategies, and evaluative measures - so that a system of 
teaching and learning is represented. The Taba model is depicted in Figure 2.8 
below adopted from Lunenburg. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 2.8 The Taba Model adopted from Lunenburg, 2011 p. 3 
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The Taba model, according to Lunenburg, contains within it a number of innovative 
aspects: specificity in determining objectives and content, learning experiences 
selected and organized in accordance with specified criteria, teaching strategies that 
specify a variety of methods and technology and an elaborate array of evaluative 
procedures and measures. Factors external to the model that may affect its internal 
components are also represented. Such factors include (a) the nature of the 
community in which the school is located - its pressures, values, and resources; (b) 
the policies of the school district; (c) the nature of a particular school - its goals, 
resources, and administrative strategies; (d) the personal style and characteristics of 
the teachers involved; and (e) the nature of the student population. Objectives help 
to provide a consistent focus for the curriculum, to establish criteria for the selection 
of content and learning experiences, and to guide and direct evaluation of learning 
outcomes. At the same time that objectives, content and learning experiences are 
being selected and organized, teaching strategies must also be planned and 
developed. 
 
The process of determining objectives begins with the development of overall goals, 
originating from a variety of sources (for example, the demands of society, the 
needs of students, and the social science disciplines); these are broken down into 
behavioral statements, classified in terms of the kinds of student outcomes expected 
(for example, the development of thinking skills, the acquisition, understanding and 
use of important elements of knowledge, and the like). They are justified on the 
basis of a clearly-thought-out rationale. The content for each grade level in the 
curriculum is contained within a number of teaching-learning units, all emphasizing 
to some degree, a yearly theme. Each unit consists of three kinds of knowledge: key 
concepts (for example, interdependence, cooperation, cultural change, and social 
control), main ideas (that is, generalizations derived from key concepts), and specific 
facts (that is, content samples chosen to illustrate, explain, and develop the main 
ideas). The content contained in the units within a year’s work is incorporated into 
learning experiences selected and organized in accordance with clearly specified 
criteria (for example, justifiability, transferability, variety of function, open 
mindedness, etc.). Care is taken to ensure that the learning experiences develop 
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multiple objectives: thinking, attitudes, knowledge, and skills. Especially designed 
teaching strategies that identify specific procedures that teachers may use are 
included within the curriculum. Some have been designed to encourage students to 
examine their individual attitudes and values. Particularly innovative are certain 
strategies that promote the development of children’s cognitive skills, such as 
comparing and contrasting, conceptualizing, generalizing, and applying previously-
learned relationships to new and different situations. A variety of objective format 
devices have been prepared to measure the effectiveness of the curriculum in 
helping students to explain or recognize causal relationships, apply in new settings 
important generalizations developed in the curriculum, and to interpret social science 
data. Several open-ended devices have been designed to measure the quality of 
students’ generalizations, the flexibility and variety of students’ conceptualizations, 
and the variety and nature of the content that students use in response to open-
ended questions. A coding scheme has been developed and used to analyze teacher-
student discussions as to the levels of thinking that they exhibit. 
 
In corroboration with Lunengurg (2011), Gordon (1997), Mishra (2012) and 
Wamaungo (2012), Gamit and Viray (2008) assert that Taba advocated an inductive 
approach to curriculum development, starting with specifics and building up to 
general design and working down to specifics. They continue by stating that the 
Taba model adopted a five-step sequence for accomplishing curriculum change: 
Production by teachers of pilot teaching-learning units representative of the grade 
level or subject area. 
a. Diagnosis of needs. 
b. Formulation of objectives. 
c. Selection of content. 
d. Organization of content. 
e. Selection of learning experiences. 
f. Organization of learning experiences. 
g. Determination of what to evaluate and the ways and means of doing it. 
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h. Checking for balance and sequence; testing experimental units; 
revising and consolidating; developing a framework and installing and 
disseminating new units. 
 
The researcher regards the Taba model as best appropriate for this study because 
it puts the teacher at the centre of the CDD process. It also recognizes that there 
are external factors that need to be considered. Among these factors is the 
environment surrounding the school and availability of resources. Taba advocates 
that the teacher should select learning experiences and organize learning 
activities. In doing that the teacher should take into account the surrounding 
environment and availability of resources so as to ensure that the curriculum 
content is aligned with available resources. Any lack of alignment between the 
curriculum content and resources needed to facilitate teaching and learning will 
result in failing to obtain the desired outcome. The researcher strongly believes 
that giving teachers a nominal role in the designing stages of C2005, RNCS and 
NCS: Grades 10-12, as reported in Ramparsad (2001) and Carl (2005), has been 
detrimental in successful implementation of those curricula. Thus, the researcher 
advocates that the Taba model be considered in the future CDD endeavors.     
 
2.14 Conclusion 
 
The focus in this chapter has been on the literature pertaining to the significance of 
curriculum development, challenges in curriculum development, curriculum 
development since the insertion of C2005, CDD models, models used in the design 
and development of C2005, and the curriculum statements that came as a result of 
the review of C005 including the challenges that faced the implementation of those 
curricula. The focus has also been put on the roles of other stakeholders, namely, 
learners, teachers, curriculum managers and administrators, parents, the 
government, and other professional organizations including their influences in 
curriculum development, and lastly, the theoretical framework.  
 
All methodological processes are dealt with in the next chapter. 
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CHAPTER 3 
 
RESEARCH METHODOLOGY 
 
3.1 Introduction 
 
This chapter deals with research methodology, research design and research 
instruments employed in the course of this study. It also deals with validity and 
reliability of research instruments as well as specifying the target population, the 
sampling and the sample and the research site. The current chapter will also deal 
with ethical considerations, data collection procedures and conclusion.  
 
3.2 Research methodology 
 
In conducting the study the researcher has used both quantitative and qualitative 
research methodologies, that is, mixed methods. Mixed methods are a combination 
of both quantitative and qualitative research designs (Creswell and Clark, 2007). 
According to Creswell and Clark (2007), its central premise is that the use of 
quantitative and qualitative approaches in combination provides a better 
understanding of research problems than either approach alone. According to 
Guthrie (2010: 45), mixed methods combine both qualitative and quantitative 
techniques to cancel out their weaknesses. This combination of methods has helped 
me to establish the degree of congruence between the verbal responses gathered 
through the use of qualitative design and the statistical evidence proffered in the 
quantitative data collection and analyses. The use of quantitative design has also 
been important for enabling statistical analyses of data so as to establish the extent 
to which teachers view the complementarity between CDD and curriculum 
implementation in the South African Education. Quantitative research uses either 
experimental or non- experimental modes of enquiry and presents statistical results 
represented by numbers (Creswell & Clark, 2007). Qualitative research uses either 
interactive or non-interactive modes of enquiry and presents data as a narration with 
words (Creswell & Clark, 2007).  
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In similar vein, Guthrie states that qualitative data is information that is represented 
usually as words, not numbers, however, he also cautions that words must be 
analysed as carefully as numbers because in researching people’s subjective 
perceptions, we build up scientific knowledge about their personal knowledge by 
objectifying their perceptions systematically. 
 
As mentioned earlier in this chapter, this study employs both quantitative and 
qualitative research methodologies. The following subsection deals with advantages 
of quantitative research. 
 
3.2.1 Advantages of quantitative research 
 
Quantitative research, according to Keller and Keller (2010) is data driven. It relies 
on statistical analysis and its response categories are predetermined, rather than 
open-ended. In concurrence with Keller and Keller, Leedy (1993) states that in a 
quantitative study data is analysed statistically so that we may infer meanings that 
lie hidden within the data, or we discern certain potentials and dynamic forces that 
may be clues to areas that warrant further investigation. Guthrie (2010: 167) states 
that the strength of quantitative research is that detailed rules encourage care. He 
continues by stating that the rules get very complicated, but every statistical test has 
procedures that others can replicate. Dalphin, Gray,Karp and Williamson (2007) 
state that a major benefit of quantitative data is that they may be fed into a 
computer where they can be counted, stored and manipulated.  
 
In corroboration with Guthrie, the above writers say that the use of numbers in 
quantitative methods makes it more likely that studies can be replicated and that the 
results of the research are reliable because it is easier to repeat the data-collection 
procedures that generate numbers than to re-create exactly the conversations and 
observation that typically form the basis of qualitative research. Denscombe (2003) 
elucidates that quantitative methods carry with them an aura of scientific 
respectability. He also claims that because they use numbers and can present 
findings in the form of graphs and tables, they convey a sense of solid, objective 
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research. Another advantage of quantitative methods, according to Denscombe is 
that the analysis of quantitative data provides a solid foundation for description and 
analyses. Interpretations and findings are based on measured quantities rather than 
impressions, and these are, at least in principle, quantities that can be checked by 
others for authenticity. Also, Denscombe says large volumes of quantitative data can 
be analysed relatively quickly. 
 
The next subsection looks at the advantages of qualitative research. 
 
3.2.2 Advantages of qualitative research 
 
Ezzy (2002) states that qualitative methods are important because they offer 
researchers access to people’s ideas, thoughts and memories in the participant’s 
own words rather than in the words of the researcher. In similar vein, Keller and 
Keller (2010) state that in qualitative research inquiry tends to be open-ended and it 
is conducted in a manner that captures respondents’ views as closely as possible. 
Ezzy continues by stating that qualitative methods are more likely to represent the 
interests of the underdogs and outsiders. He also states that qualitative methods 
explicitly identify a person’s understanding of the situation as something to be 
discovered rather than assumed. He believes that this is particularly important for 
groups whose experiences and understandings have been oppressed by dominant 
policies and research methods. Leedy (1993) states that qualitative enquirers look 
beneath manifest behavior to the meaning events have for those who experience 
them. He goes on to mention that qualitative studies display the use of expressive 
language and the presence of voice in the text. Keller and Keller (2010) also mention 
that qualitative research provides a thick and rich description. This type of research 
utilizes open-ended questions. In qualitative research questions can be developed on 
the spot in response to the participant’s information. These types of questions often 
result in complex answers involving constellations of relationships. Keller and Keller  
also advocate that this type of research is often interested in answering questions 
that start with “why” rather than in finding numerical relationships.  
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Keller and Keller (2010) continue by stating that the result is a thick and rich 
description that is unabashed by results that could not be predicted in advance of 
conducting the research. Dalphin, et al. (2007) point out that the main advantage of 
qualitative methods is that they can capture subtleties of meaning and interpretation 
that numbers do not convey. 
 
Having looked at the advantages of quantitative and qualitative research separately 
now is the time to focus on the advantages of these methodologies when combined 
into one methodology.  
 
3.2.3 Advantages of mixed methods 
 
According to Keller and Keller (2010), mixed methods are literally mixtures of 
qualitative and quantitative methods. They move on to say that the proportions of 
one approach versus the other are not pre-established but are the natural outcome 
of the study questions, available resources, and the training and disposition of the 
person with ultimate authority for the research protocol. Keller and Keller state that 
most research functions in this manner, with people sifting and sorting themselves 
into working with projects that match both their topical research interests as well as 
their favoured method of inquiry. The process of using mixed methods results in two 
conceptually-different forms of validity with the quantitative side of the research 
garnering its validity through the rigour of its technical approach combined with 
deductive logic and the qualitative side acquiring its validity through the 
persuasiveness of its inductive logic combined with highly specific evidence from 
credible sources. Brewer and Hunter (2005) state that one of the advantages of 
mixed methods is that the researcher reaps the benefits of both the quantitative and 
qualitative methods and at the same time minimizes the deficiencies of each.  
 
3. 2. 4 Justification for using Mixed Methods  
As advocated by Brewer and Hunter (2005) mixed methods overcome the limitations 
of a single research design. In this study the mixed-methods design has been helpful 
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in validating the data collected in the study through data triangulation. The 
researcher in this study saw mixed-methods being appropriate for understanding 
interpretation of meaning by using a variety of instruments such as questionnaires 
and interviews.  
Research is guided by philosophical assumptions that underlie all efforts in theory 
building and knowledge production. The next subsections will focus on knowledge 
paradigms.  
 
3.2.5 Paradigm assumptions 
 
According to Habermas (1972), knowledge is constructed according to three 
fundamental interests, namely, the technical, the practical and the emancipatory 
interests. McKenna (2005) states that the names of research paradigms associated 
with each of these knowledge-constitutive interests vary from textbook to textbook. 
McKenna proclaims that some other authors, including himself, prefer to use the 
term “positivist” when referring to the research paradigm associated with technical 
interests, the term “interpretive” when referring to research paradigms associated 
with practical interests, and the term “critical” when referring to research paradigm 
associated with emancipatory interests. Nieuwenhuis (2009) also states that the 
positivist, interpretive and critical paradigms were suggested by Chua (1986) and 
Orlikowski and Baroudi (1991) as three underlying paradigms for research. 
Nieuwenhuis contends that while these three paradigms are philosophically distinct, 
in practice these distinctions are not always so clear-cut and are sometimes 
overlapping and contested. Since most of the literature I reviewed in this section of 
this study refers to Haberman’s fundamental interests of knowledge construction as 
positivist/positivism, interpretive and critical and I will also follow suit to eliminate 
confusion.  
 
3.2.5.1 The positivist paradigm 
According to Guthrie (2010:43), the positivist paradigm research is about the 
scientific rules that researchers follow. He also says that it is found, among other 
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places, in experimental psychology and quantitative survey research, but has its 
roots in natural and physical sciences.  McKenna (2005) states that this paradigm 
identifies a reality that can be discovered, measured and manipulated. McKenna 
continues by stating that the technical interest is served by the generation of laws 
allowing control of the environment. According to Krauss (2005), positivism is a 
position that holds that the goal of knowledge is simply to describe the phenomena 
that we experience. Healy and Perry (2000) say that positivism predominates in 
science and assumes that science quantitatively measures independent facts about a 
single apprehensible reality while McKenna says that the purpose of science is simply 
to stick to what we can observe and measure. According to the positivist 
epistemology, McKenna says science is seen as the way to get at truth, to 
understand the world well enough so that it might be predicted and controlled. 
Leong (2008) states that positivism emerged as a philosophical paradigm in the 19th 
century with Auguste Comte’s assertion that only scientific knowledge can reveal the 
truth about reality. 
 
3.2.5.2 The influence of positivism on curriculum design 
 
McKenna (2005) states that the positivist paradigm would result in a reflection on 
teaching and learning that is fairly empirical. He goes on to say that knowledge in 
this paradigm is regarded as a set of skills to be transferred from the teacher to the 
student. Positivist studies in curriculum development, in McKenna’s view, are usually 
technical in nature and concerned with being able to predict and control the 
environment. This, according to Raselimo (2010) resonates with Tyler‘s (1949) view 
that curriculum is a technical exercise driven by pre-specified behavioural objectives 
with the purpose of exercising control. By giving behavioural objectives a central 
position in curriculum design and implementation, according to Raselimo, the 
technical paradigm employs a form of positivism described by Habermas as 
empirical-analytic in which knowledge is structured according to a series of 
hypotheses by which knowledge is made of observations which also have predictive 
power. In this approach, says McKenna, the curriculum could be simplified to the 
following equation: objectives + inputs=outputs. If the objectives of the course are 
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carefully structured and the inputs by student, teacher, textbook etc, and carefully 
measured, then one should be able to establish the output or pass rate. 
 
In Doll’s observation, the curriculum serves the interests of powerful groups by 
imposing external control on education. Curriculum reform therefore serves the 
purpose of maintaining the norms and values of society as deemed appropriate by 
those with the power to make the reform (Doll; 1993 cited in Raselimo). In this 
view, curriculum change involves changing the goals and objectives of society as 
perceived by elites, and adopting new means of shaping and sequencing subject 
matters to adjust them better to the new ends (Raselimo;2010, citing Waks; 2003). 
Such change, espouses Raselimo, is often introduced through a top-down approach. 
Macdonald (2003) believes that in this approach teachers are seen as mere 
implementers of curriculum, and curriculum materials produced using the technical 
approach are often teacher-proof in that packages minimise the influence of the 
teacher. This is in an explicit contradiction with Taba’s model of curriculum 
development which places the teachers at the core of curriculum development for 
the reason that, among others, they are the ones who have first-hand knowledge of 
what challenges learners are experiencing. Raselimo believes curriculum reforms 
introduced through such top-down approaches tend to fail at school level because 
the contextual realities of schools and classrooms may have not been fully taken into 
account.  
 
In positivism, according to McKenna, the immediate, measurable and methodological 
aspects of the curriculum are valued highly. Where OBE is implemented within this 
paradigm, outcomes are perceived as a valued set of skills, which are taught by the 
teacher and then demonstrated by the student. Many discreet modules with little 
broader context or intergration would characterise the syllabus. 
 
 
3.2.5.3 The interpretivist paradigm 
 
According to Nieuwenhuis (2009:58), interpretivism has its roots in hermeneutics, 
the study of the theory and practice of interpretation. This paradigm, according to 
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Grbich (2007), assumes that there is no objective knowledge independent of 
thinking. Reality is viewed as socially and societally embedded and existing within 
the mind. This reality is fluid and changing and knowledge is constructed jointly in 
interaction by the researcher and the researched through consensus. In similar view, 
Nieuwenhuis states that interpretivism focuses on people’s subjective experiences, 
on how people construct the social world by sharing meanings, and how they 
interact with or relate to each other. Nieuwenhuis proclaims that the underlying 
assumption in the interpretive paradigm is that by placing people in their social 
contexts, there is a greater opportunity to understand the perceptions they have of 
their own activities. Multiple realities are presumed, with different people 
experiencing these differently. In the interpretivist paradigm, Grbich says the 
research focus is on exploration of the way people interpret and make sense of their 
experiences in the worlds in which they live, and how the contexts of events and 
situations and the placement of these within wider social environments have 
impacted on constructed understandings. 
 
3.2.5.4 The influence of interpretivism on curriculum design 
 
According to McKenna (2005), the interpretive paradigm is context driven and 
curriculum design within this paradigm thus tries to understand teaching and 
learning in terms of the environment in which they take place. Knowledge, here, is 
seen to be a process of making meaning through interaction. This notion is also 
upheld by Cornbleth (1990) when he asserts that the interpretive paradigm is 
oriented towards mutual understanding of the world, achieved through a consensual 
meaning-making process in which knowledge is socially constructed in interaction 
between curriculum agents. Unlike the positivist paradigm, which reverberates 
Tyler’s assertion that held the linear technical production perspective that 
educational decisions be made objectively by experts with specialised knowledge, in 
the interpretivist paradigm the curriculum is not viewed as a linear equation but is 
rather seen as an ongoing activity shaped by interaction between the teacher, 
learner, classroom and broader context.  
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The above amplifies Stenhouse’s ideas which viewed curriculum as a process that 
changes with the context and people involved. McKenna (2005) believes that where 
OBE is implemented in this paradigm, it is characterised by the demonstratable 
development of practices through modelling and interaction. Furthermore, according 
to McKenna, interpretive curriculum design values academic autonomy where 
individuals interpret national and institutional policies in the light of their own 
classroom experiences. A similar view point is advocated by Raselimo (2010) when 
he states that in Frame’s view, curriculum research should not be limited to the 
analysis of curriculum policy documents; it also needs to understand social 
interactions with the aim of developing situational insight and understanding of the 
context. Raselimo also believes that Stenhouse regards curriculum as a particular 
form of specification about the practice of teaching, and not a package of materials 
or a syllabus to be covered within a specified period of time. Stenhouse also 
suggested that teachers are professionals whose decisions to change a plan in 
response to their learners should be respected. He justified his argument by 
advocating that action research on teachers’ practices may suggest a change in 
teaching and learning activities.  
 
3.2.5.5 The critical paradigm 
 
In research, according to Grbich (2007), critical positions view reality not as existing 
out there but as being produced by particular exploitative social and political systems 
comprising competing interests where knowledge is controlled to serve those in 
power. Issues of race, poverty, gender, politics and culture are seen to shape 
individual identity. Nieuwenhuis (2009) states that although people can consciously 
change their social and economic circumstances, critical researchers recognize that 
their ability to do so is constrained by various forms of social, cultural and political 
domination. Thus, according to Grbich, researchers attempt to identify those who 
are powerless (usually exploited by those in powerful positions) in order to 
document their unequal situation and to bring about change through an active 
process of emancipation involving knowledge-sharing or the transformation of 
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society. According to Grbich, a desirable outcome in the critical paradigm is the 
emancipation of oppressed individuals and groups through social transformation. 
 
3.2.5.6 The influence of the critical paradigm on curriculum design  
 
Raselimo (2010) expounds on the view that the critical paradigm emerged as an 
alternative to the technical view wherein curriculum change is conceptualised as a 
technical or procedural exercise in terms of which teachers are mere implementers 
of curriculum innovations. He adds that this paradigm is also known as the 
emancipatory interest paradigm as it is concerned with autonomy and responsibility 
made possible by action and self-reflection. McKenna states that in terms of 
curriculum theory, the critical approach has a concern with emancipatory function of 
teaching and learning. The epistemology of this paradigm, according to McKenna, is 
that knowledge is socially constructed, and as such may either serve or critique 
existing social structures. In concurrence with McKenna, Raselimo explicates that the 
emancipatory function is concerned with ideological critique intended to liberate 
individuals from the constraints of ignorance, authority and tradition upon human 
reason. 
 
 In addition to Raselimo’s utterance Freire (1970) argued for the need to look at the 
hidden aspect of curriculum and recognise that a curriculum is never value-neutral, 
but has a power to suppress of liberate the learners. Another important element of 
this was Freire’s concern with conscientisation-developing consciousness, a 
consciousness that is understood to have a power to transform reality. He argued 
that what we teach and the way in which we teach either deepens learners’ feelings 
of powerlessness or assists them to address the reasons for their lack of power. In 
liberating individuals from the constraints of ignorance, authority and tradition upon 
human reason, McKenna says that curriculum development should have an overt 
aim of exposing the ideologies of the teacher, learner and those embedded in the 
subject matter. The curriculum should also be scrutinised for ingrained power 
relations. The most important questions, suggested by McKenna, would be: “Whose 
interests are served by the curriculum? What curriculum would promote greater 
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equity, emancipation and social justice? How is power distributed in the teaching 
and learning process and how can it be more equitably distributed?” In the case of 
OBE, McKenna says great emphasis would be placed on determining who is being 
served by the outcomes selected and in whose interests the assessment criteria are 
designed. 
 
3.2.5.7 The pragmatic paradigm 
 
Denscombe (2010) states that pragmatism is generally regarded as the philosophical 
partner for the mixed-methods approach. It provides a set of assumptions about 
knowledge and enquiry that underpins the mixed-methods approach and which 
distinguishes the approach from purely quantitative approaches that are based on a 
philosophy of (post) positivism and purely qualitative approaches that are based on 
a philosophy of interpretivism or constructivism. In similar vein, Cameron (2011) 
states that pragmatism in its simplest sense is a practical approach to a problem and 
has strong associations with mixed-methods research. Pragmatism, according to 
Cameron, can be considered a bridge between paradigm and methodology or as a 
particular stance at the interface between philosophy and methodology. Hall (2012) 
states that pragmatism has gained considerable support as a stance for mixed- 
methods researchers. It is oriented toward solving practical problems in the “real 
world” rather than on assumptions about the nature of knowledge. Hall claims that 
other propornants of this stance are Feilzer, 2010; Johnson & Onwuegbuzie, 2004; 
Maxcy, 2003; and Morgan, 2007.  
 
A pragmatic stance aims to supersede one-sided paradigm allegiance by increasing 
the concrete and practical methodological options available to researchers and 
evaluators. Such pragmatism means judging the quality of a study by its intended 
purposes, available resources, procedures followed, and results obtained, all within a 
particular context and for a specific audience (Cameron, 2011 citing Patton, 2002); 
however, argues Denscombe (2010), it is possible to discern four facets of the way 
in which pragmatism underlies the practice of mixed-methods research. These 
aspects of pragmatism are not necessarily mutually exclusive options. In practice, 
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there might well be a degree of overlap between them. Nonetheless, according to 
Denscombe, the identification of four aspects of pragmatism as used within the 
mixed-methods approach does serve to warn that the approach does not actually 
operate on the basis of a unitary, agreed vision of pragmatism. He believes that on 
some occasions, pragmatism provides a fusion of approaches. Seeking to challenge 
what are regarded as sterile and unproductive dualisms, some mixed-methods 
researchers favour a search for common ground – some compatibility between the 
‘old’ philosophies of research (e.g. Datta, 1994; Maxcy, 2003; Tashakkori & Teddlie, 
1998, 2003).  On other occasions pragmatism provides a basis for using mixed- 
methods approaches as a ‘third alternative’ another option open to social 
researchers if they decide that neither quantitative nor qualitative research alone will 
provide adequate findings for the particular piece of research they have in mind 
(Tashakkori & Creswell, 2007; Johnson et al.,2007 ).  
 
Contrasting with this, Denscombe contends there are times when pragmatism is 
treated as a new orthodoxy built on the belief that not only is it allowable to mix 
methods from different paradigms of research but it is also desirable to do so 
because good social research will almost inevitably require the use of both 
quantitative and qualitative research in order to provide an adequate answer (e.g. 
Greene et al., 2001, 2005; Rocco et al., 2003). Moreover, there are occasions when 
pragmatism is treated in the common-sense way as meaning ‘expedient’. There is a 
common sense use of the word “pragmatic” which implies a certain lack of principles 
underlying a course of action. There is the danger, then, that the mixed-methods 
approach gets associated with this understanding of the word and thus becomes 
regarded as an approach in which ‘anything goes’. He warns that it should be 
stressed that this is not the philosophical meaning of pragmatism and it is not a 
meaning that should be associated with the mixed-methods approach.  
 
3.2.5.8 Issues of contention in the pragmatic paradigm 
 
Basic research may receive less attention than applied research because applied 
research may appear to produce more immediate and practical results. Also, 
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pragmatism may promote incremental change rather than more fundamental, 
structural, or revolutionary change in society (Johnson and Onwuegbuzie, 2004). 
 
3.2.5.9 The influence of paradigms on this study 
 
Since this study employs both quantitative and qualitative methods as its research 
methodologies, it is underpinned by the pragmatic paradigm. Johnson and 
Onwuegbuzie (2004) contend that pragmatism helps to shed light on how research 
approaches can be mixed fruitfully. Hall (2012) believes that what has been seen as 
a problem for mixed-methods researchers is finding a rationale for combining 
qualitative and quantitative data in the face of seemingly incompatible paradigms 
underpinning them. Johnson and Onwuegbuzie argue that the bottom line is that 
research approaches should be mixed in ways that offer the best opportunities for 
answering important research questions. 
 
To deal with the problem of incompatible paradigms, a range of alternative 
approaches have been developed (Hall, 2012 citing Tashakkori & Teddlie, 2003; 
Cresswell & Plano Clark, 2007). According to Hall these approaches can be classified 
into three basic categories: a-paradigmatic stance, multiple paradigm approach and 
the single paradigm approach. The first of these simply ignores paradigmatic issues 
altogether; the second asserts that alternative paradigms are not incompatible and 
can be used in the one research project while the third claims that both quantitative 
and qualitative research can be accommodated under a single paradigm. In the 
single paradigm approach researchers adopt a single paradigm that encompasses 
both qualitative and quantitative research methods. According to Hall, two such 
paradigms have been identified as contenders for this approach, namely pragmatism 
and the transformative approach.  
 
The pragmatic paradigm arose as a single paradigm response to the debate 
surrounding the paradigm wars and the emergence of mixed-methods and mixed- 
models approaches. It is pluralistic, based on a rejection of the forced choice 
between post positivism, underpinning quantitative research and constructivism 
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underpinning qualitative research (Armitage, 2007 citing Creswell). According to 
Armitage (2007) pragmatists link the choice of approach directly to the purpose of 
and the nature of the research questions posed. Research is often multi-purpose and 
a “what works” tactic will allow the researcher to address questions that do not sit 
comfortably within a wholly quantitative or qualitative approach to design and 
methodology. 
 
This study is mostly qualitative and mixed with an emphasis on quantitative. This is 
so because the present study uses simple statistics in the quantitative side for 
purposes, among others, of eliminating bias since the researcher is also a teacher. 
The use of quantitative methods has assisted me in maintaining objectivity in data 
collection so as to ensure that the researcher’s personal experiences do not influence 
data collection on certain aspects of the study. The use of statistical analyses of data 
is mostly influenced by the positivist paradigm. As stated by Healy and Perry (2000), 
positivism predominates in science and assumes that science quantitatively 
measures independent facts about a single apprehensible reality. Also, McKenna 
(2005) proclaims that the purpose of science is simply to stick to what we can 
observe and measure. According to the positivist epistemology, McKenna says 
science is seen as the way to get at truth, to understand the world well enough so 
that it might be predicted and controlled. Another positivist influence on this study is 
the use of questionnaires which ensures that the researcher gets detached from the 
study which guarantees a zero per cent manipulation of data collection processes 
and  ensures that the data collected are purely the views of the participants without 
any influence whatsoever from the researcher. This means that knowledge of reality 
is gained by a neutral and distant researcher. McKenna also acknowledges the value 
of knowledge of reality gained by a neutral and distant researcher when he asserts 
that the greater the distance between the subjective researcher and the objective 
reality, the more the subsequent knowledge is perceived to be valuable and 
authentic.  
 
It has been mentioned earlier in this chapter that in-depth interviews have been 
used to collect qualitative data. The qualitative aspect of the methodology has been 
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greatly influenced by the interpretivist paradigm. This paradigm acknowledges that 
the interaction between the researcher and the participants is important to construct 
knowledge. Grbich (2007) states that the interpretivist believes that reality is fluid 
and changing and knowledge is constructed jointly in interaction by the researcher 
and the researched through consensus. According to Quinn (1999), this paradigm is 
characterised by the belief that no research is objective or value free; rather, it 
stresses the importance of discovering the meanings which research participants 
give to their activities. It is for this reason that the researcher felt it necessary to 
interview participants in order to gain firsthand knowledge about their experiences 
on issues of interest in this study. Krauss (2005) also declares that the interpretive 
view is that knowledge is established through the meanings attached to the 
phenomena studied; researchers interact with the subjects of study to obtain data.  
 
The critical paradigm has no direct influence on this study in that the researcher 
never intended to emancipate teachers from any authoritarian influences concerning 
curriculum design and development. Rather, he intended to acquire knowledge, 
based on their experience, about how they viewed the complementarity between 
CDD and curriculum implementation. Neither was it his intention to amplify the voice 
of women in the teaching profession as this paradigm, according to Carspecken, is 
the basis of most feminist research. The fact that there are more women 
participants in this study, as will be seen in the next chapter, is a mere coincidence 
due to the fact that in the research site there were more female teachers than male 
teachers. It was neither a deliberate attempt, on the researcher’s part, to acquire 
the knowledge needed for this study mainly from women participants nor any 
suggestion of the use of proportional sampling in this study, but, the critical 
paradigm had a great influence on the designing of C2005.  
 
The influence of the critical paradigm on the designing of C2005 is encapsulated in 
this assertion: 
 
C2005 was directed towards achieving a prosperous, truly united, democratic, and 
internationally competitive country with literate, creative, and critical citizens leading 
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productive, self-fulfilled lives in a country free of violence, discrimination, and prejudice 
(South African Department of Education, 1997).  
 
 
As the first major curriculum statement of a democratic government, C2005 
signalled a dramatic break from the past. No longer would curriculum shape and be 
shaped by narrow visions, concerns and identities. No longer would it reproduce the 
limited interests of any one particular grouping at the expense of another (Review 
Committee Report on C2005, 2000:2).  
 
This study is underpinned by the pragmatic paradigm because, as stated by 
Denscombe (2010), it provides a set of assumptions about knowledge and enquiry 
that underpins the mixed-methods approach. Denscombe continues to state that the 
pragmatic paradigm distinguishes the approach from purely quantitative approaches 
and purely qualitative approaches. By choosing this paradigm the researcher has 
reaped the benefits of using both approaches to gather all the necessary data 
needed to answer the research questions. 
 
After looking at the knowledge paradigms and their influence in curriculum design as 
well as in this study, it is now time to look at the research designs employed in this 
study.  
 
3.3 Research design 
 
As this study investigates complementarity of curriculum design, the development 
process, and curriculum implementation in the South African education, focusing in 
the rural schools of the Libode District, it was imperative to opt for a design best 
apposite for leaving no stone unturned. It is for this reason that survey research 
design was preferred. Surveys are, as stated by McMillan and Schumacher (2006: 
304), used to learn more about people’s attitudes, beliefs, values, demographics, 
behaviour, opinions, habits, desires, ideas and other types of similar information. 
They are used frequently in business, politics, government, sociology, public health, 
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psychology and education because accurate information can be obtained for large 
numbers of people with a small sample. Survey research, according to McMillan and 
Schumacher (2006, p. 305), is very popular in education for three primary reasons: 
versatility, efficiency and generalisability. Macmillan and Schumacher (2006) go on 
to say that schools use surveys to evaluate aspects of the curriculum or 
administrative procedures. They also state that the most important reason for the 
popularity of surveys is that small samples can be selected from a larger population 
in ways that permit generalizations to the population. In similar vein, Rugg and Petre 
(2007) state that one of the advantages of a survey is that in the studying of most 
problems it is not possible to ask all the relevant people, teams, or organizations, so 
the researcher can approach a few people and then scale up their responses to get 
an estimate of the views of the whole population. Denscombe (2003) explains that 
implicit in the notion of survey is the idea that the research should have a wide 
coverage- a breadth of view. He goes on to mention that a survey should take a 
panoramic view and ‘take it all in’. Denscombe says that surveys usually relate to the 
present state of affairs and involve an attempt to provide a snapshot of how things 
are at the specific time at which the data are collected but there might be occasions 
when researchers will wish to do a retrospective study to show how things used to 
be. He also mentions that surveys involve the idea of getting out of the chair, going 
out of the office and purposefully seeking the necessary information out there. By 
using survey research design the researcher was aiming at evaluating the ability of 
curriculum design and development processes to have comprehensive provisions for 
curriculum implementation. He intended to achieve this by examining the 
complementarity between the CDD process and curriculum implementation. This 
evaluation has included, chiefly among other things, the preparation of teachers 
through teacher training in ensuring their readiness to implement the new curricular, 
the extent of teacher participation in the CDD process, and the availability of 
teaching and learning resources pertinent for curricula implementation. This design 
also afforded me an opportunity of generalising the findings, obtained from a small 
sample which had been randomly selected, to the population of the GET and FET 
Band schools in the Libode District. 
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The researcher also used a phenomenology design with in-depth interviews as an 
instrument to collect qualitative data. According to Grbich (2007), phenomenology is 
an approach which attempts to understand the hidden meanings and the essence of 
an experience together with how participants make sense of these. Grbich continues 
by stating that phenomenology is used when the rich detail of the essence of 
people’s experiences of a phenomenon is to be explored, described, communicated 
and possibly interpreted. Leedy (1997) states that phenomenology refers to a 
person’s construction of the meaning of a phenomenon, as opposed to the 
phenomenon as it exists external to the person. He goes on to state that the 
phenomenon experienced and/or studied may be an event, a relationship, an 
emotion, and even an educational programme. In similar vein, Denscombe 
(2003:96) states that phenomenological research generally deals with perceptions or 
meanings; attitudes and beliefs, feelings and emotions. He contends that 
phenomenology is an approach that focuses on how life is experienced. It is not 
primarily concerned with explaining the causes of things but tries, instead, to 
provide a description of how things are experienced first-hand by those involved. 
Leedy and Ormrod (2005) state that a phenomenological study is a study that 
attempts to understand people’s perceptions, perspectives and understandings of a 
particular situation. They move on to state that in some cases, the researcher has 
had personal experience related to the phenomenon in question and wants to gain a 
better understanding of the experiences of others. In concurrence with Leedy and 
Ormrod, as a teacher the researcher has personally experienced the teaching 
dilemmas brought by curricula changes in the South African education but to avoid 
bias he had to put his experiences aside and seek to gain a better understanding of 
the experiences of other teachers. Throughout the data collection, as Leedy and 
Ormrod believe, the researcher suspended any preconceived notions or personal 
experiences that might unduly influence what he heard the participants saying in 
order to gain an understanding of the typical experiences that the participants in the 
study have had.  
 
As mentioned in the foregoing paragraph, in-depth interviews have been used as a 
tool to collect qualitative data. These are open response questions to obtain data of 
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participant meanings, that is, how individuals conceive of their world and how they 
explain or make sense of the important events in their lives (McMillan & 
Schumacher, 2006: 443). The in-depth interviews were intended to afford 
participants an opportunity to elaborate on responses given in the questionnaire. As 
an interactive mode of enquiry in-depth interviews included a face-to-face technique 
to collect data. The collected data then helped me build a holistic picture with 
detailed descriptions of participants’ perspectives. 
 
3.4 Research instruments 
 
In conducting this research the researcher used questionnaires and in-depth 
interviews as tools for data collection. As McMillan and Schumacher (2006, p. 257) 
state: 
 
For many good reasons the questionnaire is the most widely used technique for obtaining 
information from subjects. A questionnaire is relatively economical, has the same questions 
for all subjects and can ensure anonymity. Questionnaires can use statements or questions, 
but in all cases the subject is responding to something written for specific purposes.  
 
Babbie and Mouton (2001: 230) state that questionnaires have various advantages 
over other research instruments because they guarantee confidentiality and may 
elicit more information than other instruments. In the questionnaires, the researcher 
used scaled items which enabled the subjects to check the place on the scale that 
best reflected their beliefs and/or opinions about the statement. The type of scale 
used was the Likert type scale because it affords the participants an opportunity to 
express explicitly the degree to which the written statements and/or questions in the 
questionnaire best describe the participant’s feelings and/or opinions. It also 
provides undisputed facts about themselves and their situation as well as their either 
agreement or disagreement with the statement better than merely saying yes or no. 
By using the questionnaire the researcher intended to find out whether there were 
any complementarities that educators perceived between curriculum design and 
development processes and curriculum implementation in the South African 
education. The researcher also intended to investigate this complementarity by 
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exploring, chiefly among others, the connection between CDD and curriculum 
implementation by scrutinizing aspects of teacher training, availability of resources 
necessary for curricular implementation, teacher participation in the CDD processes, 
and also the support enjoyed by teachers from other stakeholders. 
 
3.5 Developing the questionnaire 
 
In developing the questionnaire, the researcher constructed statements based on 
the research questions. To this end he looked for statements that were going to 
provide direct and pertinent information to address the research questions of this 
study. The researcher also based questionnaire statements on literature that he had 
reviewed on the research questions. After formulating research questions he 
reviewed literature pertaining to the research questions and he constructed 
investigative statements from the studies he had reviewed. The researcher divided 
the questionnaire into six sections as follows: Section A dealt with the bibliographic 
information of the participants. Section B dealt with information relating to the 
connection between curriculum design and development and curriculum 
implementation. Section C dealt with teacher participation in the CDD process. 
Section D dealt with preparation made by the DoBE to ensure teacher readiness for 
curriculum implementation. Section E dealt with support teachers get from other 
stakeholders and section F dealt with the relevance of assistance provided for 
educators regarding the challenges they face in curriculum implementation. The 
questionnaire had thirty-five statements. (See appendix A) 
 
As stated before, in-depth interviews have also been used to collect data. According 
to McMillan and Schumacher (2006: 443):  
 
In-depth interviews are open-response questionnaires to obtain data of participant meaning- 
how individuals conceive of their world and how they explain or make sense of the important 
events in their lives. Interviews may be the primary data collection strategy or a natural 
outgrowth of observation strategies.  
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Due to the fact that a Likert-type scale questionnaire enables a participant to 
respond to statements and/or questions by expressing the degree to which he/she 
agrees, in-depth interviews were used to afford participants an opportunity to 
elaborate on the responses made on the questionnaire.  
 
3.6 Validity and reliability of research instruments 
 
Kerlinger (1973: 104) describes validity as the extent to which an instrument 
measures what it is intended to measure. McMillan and Schumacher (2000) view 
validity as a judgment of the appropriateness of a measure for specific inferences. 
They state that validity is assessed depending on the purpose, population and 
environmental characteristics in which measurement takes place. When talking of 
validity of research instruments, researchers refer to the contents of the 
instruments. Leedy (1993) states that validity is concerned with the soundness and 
effectiveness of a measuring instrument. He concurs with Kelinger when he says 
that it is the extent to which an instrument measures what it is supposed to measure 
and also the accuracy of the instrument. McMillan and Schumacher (2000: 241) say 
that the evidence of content validity is accumulated by having experts examine the 
contents of the instrument and this indicates the degree to which they measure 
predetermined criteria or objectives.  In this study, the researcher did a pilot study 
of the questionnaire using thirty teachers from five of my neighbouring schools to 
establish whether questions asked and/or statements had the ability to measure 
what the study intended to measure. Fortunately, the results of the pilot study were 
positive in that the questionnaire was perfectly understood by participants and was 
suitable to measure what the study intended to measure. 
 
The validity of the research interview questions, as an instrument for data collection, 
was obtained by establishing the degree to which the interpretations and concepts 
had mutual meanings between the participants and the researcher, as advocated by 
McMillan and Schumacher (2000: 407). This exercise was carried out with four 
teachers from two of my neighbouring schools. Other strategies used to enhance 
validity were participant verbatim language and mechanically-recorded data. During 
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the interviews the participants were encouraged to respond in their mother tongue 
so as to ensure an unambiguous expression on phenomena of interest. This helped 
the researcher to get the genuine and overt meaning of participant expressions.  
 
Data were recorded using a laptop so as to ensure its storage for reference purposes 
during data analyses. Recorded data gave the researcher an opportunity to play 
back participants’ responses in order to avoid distortion of information during data 
analyses.   The next step was to establish the reliability of the research instruments. 
Schweigert (1994: 21) describes reliability as the extent to which a given instrument 
confers the same results when repeated. Two pilot studies were conducted, one 
after the other, using thirty teachers from five of my neighbouring schools before 
questionnaires were distributed to the participants. These schools were not part of 
the sample and were identified for convenience. The researcher undertook this 
exercise to establish whether the findings of the second pilot study would be able to 
replicate the first. The findings of the second study were indeed the same as those 
of the first study. The researcher was, therefore, convinced that reliability had been 
established. After establishing the reliability of the questionnaires they were given to 
the sample for completion. Cohen, Manion and Morrison (2000: 260) list several 
functions of a pilot study, chiefly among these is to increase reliability, validity and 
practicability of the questionnaire. 
 
3.7 Target population 
 
As has been mentioned in the first chapter, this study focused on the Libode Mega-
District. The Libode Mega-District comprises three districts that were combined to 
form one mega-district. These three former districts were Ngqeleni, Libode, and Port 
St John’s. The Libode District comprises about three hundred and eighty (380) 
schools in the General Education and Training (GET) Band and forty-two (42) 
schools in the Further Education and Training (FET) Band. It is the schools in both 
the GET and FET bands that make up the population in this study.  According to 
McMillan and Schumacher (2000: 169), a population is a group of elements or cases, 
whether individuals, objects or events that conform to specific criteria and to which 
156 
 
the researcher intends to generalize the results of the research. This group is also 
referred to as the target population. Bell (1999: 34) defines target population as a 
specific pool of cases from which the researcher draws the sample. For this study 
the target population was the teachers working in the rural schools of the Libode 
Mega-District in the GET and FET Bands and from which thirty schools were 
randomly sampled.  
 
3.8 Sampling and sample 
 
The researcher used probability sampling because it ensured that subjects were 
drawn from a larger population in such a way that the probability of selecting each 
member of the population is known though probabilities are not necessarily equal 
(McMillan & Schumacher, 2001). Several methods of probability sampling include 
simple random sampling, systematic sampling, stratified random sampling and 
cluster sampling. The reason for selecting probability sampling is that it is conducted 
to provide estimates of what is true for a population from a smaller group of 
subjects, efficiently. The other reason is that its methods involve some type of 
random sampling in which each member of the population has as equal a chance of 
being selected as other members in the same group. As McMillan and Schumacher 
(2001: 170) state, bias is avoided with random sampling because there is a high 
probability that all the population characteristics will be represented in the sample.  
 
The sampling method used in this study was cluster sampling. The reason is that 
this sampling method allowed the researcher to identify convenient, naturally-
occurring group units which, for the purposes of this study, are schools. McMillan 
and Schumacher (2001) state that these naturally occurring group units comprise 
neighborhoods, schools, districts, or regions. In similar vein, Leedy and Ormrod 
(2010) and Maree and Pietersen (2014) state that sometimes the population of 
interest is spread out over a large area. Such a situation may make it not feasible to 
make up a list of everyone living within the area and, from the list, select a sample 
for the study through normal randomization processes. Under such circumstances 
we can subdivide an expansive area into smaller units. Examples of this subdivision, 
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according to Leedy and Ormrod can be clusters of city blocks, school boundary areas 
or townships. After the researcher obtained the list of schools from the District office 
he cut out the names of schools with a pair of scissors and with the help of his 
former colleague, folded them and put them in three separate hats according to 
their former Districts. These former Districts for the purposes of this study 
constituted clusters. From these hats they randomly drew ten folded papers from 
each hat to reveal the names of the schools that made up the sample for this study.  
It was from these thirty schools then that sixty participants were selected for 
quantitative data collection.  
 
Systematic random sampling was used to select two participants from each site. The 
reason the researcher chose this sampling method was that it uses numbers and the 
use of numbers, instead of teachers’ names, was preferred because it demonstrated 
the researcher’s commitment to guaranteed anonymity. On the researcher’s arrival 
at sites, after permission had been granted, the school principal would call the staff 
members who had been working since the introduction of C2005 and the researcher 
would write numbers on pieces of paper from one to the number of teachers 
available at that site and fold the papers. Then teachers would be asked to take one 
folded paper. After that the researcher would ask the school principal to randomly 
select a number from the numbers the researcher had written. The same number 
would be used as an interval to determine the next participant so the randomly-
selected number should be a number that would permit the selection of the second 
participant. The reason to use the same randomly-selected number as an interval to 
determine the second number was influenced by the small number of participants in 
the sites. After the numbers had been selected the participants would be asked to 
open their folded papers and participants who had the selected numbers became 
participants in this study. 
 
Qualitative data were obtained from fifteen teachers who made up twenty-five per 
cent of participants in the study. In selecting the sample for interviews the 
researcher took the names of the thirty schools which made up the sample and put 
them in three different hats. Each hat had ten folded names of schools from which 
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five schools in each hat were randomly selected. After selecting the schools the 
researcher left it to the participants at that particular school to decide who would 
take part in the interview schedules.  
 
3.9 Research site 
 
This study focused on the rural schools of the Libode Mega-District. Some of the 
sampled schools in the district had no electricity. Others were newly-built schools but 
electricity, furniture and other equipment had not yet been installed.  Six schools 
from the GET Band in the sample start from Grade R and continue to Grade six.  
Other schools from the same band start from Grade R and continue to Grade nine. 
All schools in the FET Band accommodate Grade ten to Grade twelve. One of the 
schools in the sample has a mud structure which the community built on top of the 
government built structures to compensate for the lack of classroom space due to an 
increase in the school population. One of the schools was entirely built by the 
community although it had no mud structures.  
 
Before any researcher visits any site for purposes of data collection there are ethical 
issues that need to be considered. These issues are dealt with in the next sub-
sections. 
 
3.10 Ethical considerations 
 
Rassel and Taliaferro (2011:34) state that “at some point during the research 
process investigators may require research subjects, that is, people who will answer 
surveys, agree to interviews, participate in focus groups, or enroll in a demonstration 
project. People who agree to answer questions or participate in a study expect to be 
treated respectfully and ethically; they do not expect to be harmed by merely 
participating in a study”. The basis of ethical considerations in any research process 
is that the protection of the rights and welfare of the research subjects should be at 
the core of any data collection. In concurrence with the foregoing view, McMillan 
and Schumacher (2001: 196) state that ethics generally are considered to deal with 
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beliefs about what is right or wrong, proper or improper, good or bad. Guthrie 
(2010:15) contends that ethics are standards of professional behavior. They guide 
us so that we act with integrity, especially towards participants in the research, thus, 
according to Rassel and Taliaferro, people that design, implement and evaluate a 
programme must be attuned to a study’s potential to cause significant harm to 
participants. De Vos, Strydom, Fouche and Delport (2005) assert that for 
researchers the ethical issues are pervasive and complex, since data should never be 
obtained at the expense of human beings.  
 
De Vos et. al. state that researchers have two basic categories of ethical 
responsibility: responsibility to those, both human and non-human, who participate 
in the research project and responsibility to the discipline of science to be accurate 
and honest in the reporting of their research. For ethical consideration purposes in 
this study the following steps were undertaken.  
 
Permission 
 
According to Guthrie (2010), permission in research applies in two main areas. One 
is where approval is needed from authorities to carry out the project. The other is 
obtaining informed consent from participants. In this study the researcher first asked 
for permission from: (i) the University’s ethics committee, (ii) Provincial Office, and 
(iii) Principals of the schools from which the participants were to be drawn. Letters 
were written to the above-mentioned officials (Appendices C and D) and they were 
asked to respond to the request in writing (Appendices E and F). 
 
Informed consent  
 
Rassel and Taliaferro (2011) assert that a potential research subject must have 
adequate information to make an informed, voluntary decision to participate. They 
say that the researcher must tell potential subjects, in words that they can clearly 
understand about the study purpose, its potential risks and possible benefits. 
Moreover, Rassel and Taliaferro say participants need to know what they will be 
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expected to do, what will be done to them and what will be done with the collected 
information. In concurrence with Rassel and Taliaferro, De Vos et al.( 2005:59) 
confirm that obtaining informed consent implies that all possible or adequate 
information on the goal of the investigation, the procedures which will be followed 
during the investigation, the possible advantages, disadvantages and dangers to 
which respondents may be exposed, as well as the credibility of the researcher, be 
rendered to potential subjects or their legal representatives. They accentuate the 
fact that emphasis must be placed on accurate and complete information, so that 
they make voluntary, thoroughly reasoned decision about their possible 
participation.  
 
In this study, informed consent forms were given to participants to sign voluntarily 
before the study began stating they agreed to take part in the study. (See appendix 
G). The participants were informed about all aspects of the study and were further 
notified that the research was for study purposes only. Participants were also 
guaranteed protection from any physical or mental discomfort, harm and danger in 
any form. The participants were further provided with the undertaking that they 
could receive the results of the study upon its completion, should they so wish. 
 
Confidentiality 
 
McMillan and Schumacher (2006) state that information obtained from the subjects 
must be held confidential unless otherwise agreed on in advance, through informed 
consent. They contend that no one should have access to individual data or the 
names of the participants except the researcher and that the subjects know before 
they participate who will see the data. De Vos et al. advocate that the more sensitive 
the information, or the more concealed the manner in which the information was 
gathered, the greater the responsibility of the researcher and all concerned to treat 
the information as extremely confidential. In this study participants were assured of 
the confidentiality of the information obtained from them. It was further explained to 
the participants that the researcher would be the only person with access to the 
participating individuals’ data and the names of the participants and that data could 
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not be linked to individual participants by name. Participants were also guaranteed 
anonymity as well as their right to withdraw at any stage of this research process 
should they feel uncomfortable.  
 
Protection from harm 
 
Leedy (1993) states that research should avoid causing personal harm to subjects 
used in the research. In an equivalent view, Melville and Goddard (1996) affirm that 
ethical concerns in data collection include avoiding harm to people, having due 
regard for people’s privacy, and respecting people as individuals during any research 
project. They elaborate further by asserting that in order to avoid doing harm to 
people one must guard against both physical damage and psychological damage. In 
concurrence with Melville and Goddard’s assertion, Leedy and Ormrod (2005) 
reiterate that researchers should not expose research participants to undue physical 
or psychological harm. They emphasise that as a general rule, the risk involved in a 
study should not be appreciably greater than the normal risks of day-to-day living. 
They also proclaim that participants should not risk losing life or limb, nor should 
they be subjected to unusual stress, embarrassment or loss of self-esteem. Keller 
and Keller (2010) elucidate that it is not acceptable to knowingly risk causing harm 
to individuals or groups when planning, conducting, documenting, or presenting 
research. In this study participants’ true identities were protected by devising and 
using anonymous codes instead of their actual names during the data analysis stage 
of the research. Both the participants and the researcher understood that their 
participation was deemed voluntary and the researcher had taken the necessary 
precautions not to allow any perceptible form of discomfort.  
 
After addressing all ethical issues the next step would be to prepare for data 
collection. 
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3.11 Data collection procedures 
 
After obtaining permission from the Eastern Cape Provincial Department of 
Education, the principals of the schools where research participants were working 
and after the completion of the signing of consent forms by participants, the 
researcher visited sites for data collection. To ensure a one hundred per cent 
success in data collection he constantly kept in touch with the participants through 
phone calls as per an agreement we took on the day of the first visit. The researcher 
made this agreement with participants to avert the huge inconvenience he had 
experienced during data collection in his masters programme. 
 
Table 3.1 shows quantitative data collection process  
 
 
Date  Research 
site  
Activity  Responsible 
person   
Remarks  
10-11-2014 Site no.1 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted   
10-11-2014 Site no. 2 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted 
11-11-2014 Site no. 3 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted  
11-11-2014 Site no. 4  Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted  
11-11-2014 Site no. 5 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted 
12-11-2014 Site no. 6 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted 
17-11-2014 Site no. 7 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted 
17-11-2014 Site no. 8 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted 
163 
 
17-11-2014 Site no. 9  Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted 
14-11-2014 Site no. 1  Data collection  The researcher  Successful  
14-11-2014 Site no. 2 Data collection The researcher Successful  
18-11-2014 Site no. 3 Data collection The researcher Successful 
18-11-2014 Site no. 4 Data collection The researcher Successful 
18-11-2014 Site no. 5  Data collection The researcher Successful 
 
19-11-2014 Site no. 6 Data collection The researcher Successful 
24-11-2014 Site no. 7 Data collection The researcher Successful 
24-11-2014 Site no. 8 Data collection The researcher Successful 
24-11-2014 Site no. 9 Data collection  Successful 
26-01-2015 Site no.10 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted 
26-01-2015 Site no.11 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted 
27-01-2015 Site no.12 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted 
27-01-2015 Site no.13 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted 
28-01-2015 Site no.14 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted 
28-01-2015 Site no.15 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted 
03-02-2015 Site no.16 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted 
05-02-2015 Site no.17 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted 
09-02-2015 Site no.18 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted 
30-01-2015 Site no.10 Data collection The researcher Successful 
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30-01-2015 Site no.11  Data collection The researcher Successful 
02-02-2015 Site no.12 Data collection The researcher Successful 
04-02-2015 Site no.13 Data collection The researcher Successful 
10-02-2015 Site no.14 Data collection The researcher Successful 
10-02-2015 Site no.15 Data collection The researcher Successful 
11-02-2015 Site no.16 Data collection The researcher Successful 
12-02-2015 Site no.17 Data collection The researcher Successful 
12-02-2015 Site no.18 Data collection The researcher Successful 
16-02-2015 Site no.19 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted 
 
17-02-2015 Site no.21 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted 
18-02-2015 Site no.22 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted 
18-02-2015 Site no.23 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted 
19-02-2015 Site no.24 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted 
19-02-2015 Site no.25 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted 
25-02-2015 Site no.26 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted 
26-02-2015 Site no.27 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted 
23-02-2015 Site no.19 Data collection The researcher Successful 
23-02-2015 Site no.20 Data collection The researcher Successful 
24-02-2015 Site no.21 Data collection The researcher Successful 
02-03-2015 Site no.22 Data collection The researcher Successful 
02-03-2015 Site no.23  Data collection The researcher Successful 
03-03-2015 Site no.24 Data collection The researcher Successful 
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03-03-2015 Site no.25 Data collection The researcher Successful 
05-03-2016 Site no.26 Data collection The researcher Successful 
09-03-2015 Site no.27 Data collection The researcher Successful 
09-03-2015 Site no.28 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted 
11-03-2015 Site no.29 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted 
11-03-2015 Site no.30 Permission and 
questionnaire 
distribution 
Principal and 
participants 
Granted 
12-03-2015 Site no.28 Data collection The researcher Successful 
16-03-2015 Site no.29 Data collection The researcher Successful 
16-03-2015 Site no.30 Data collection The researcher Successful 
 
3.11.1 Data collected through the use of questionnaires 
 
The researcher distributed questionnaires by hand to all participants for the purpose 
of data collection (Appendix A). Participants were given a reasonable period (three 
days) so that they could take their time to complete the questionnaires without 
rushing. On the third day the researcher personally collected the questionnaires to 
ensure maximum feedback. Due to this effort there was a 100 percent response. 
After all questionnaires were collected the researcher randomly selected fifteen 
schools from which one of the participants who had completed the questionnaire, 
was interviewed.  
 
3.11.2 Data collected through interviews 
 
Interview questions were structured in a way that would probe explanations of and 
elaborations on some of the participants’ responses to statements found on the 
questionnaires. With the help of his supervisor the researcher managed to 
standardise the questions to avoid bias (Appendix B). Each interview session was 
given a maximum time of thirty minutes so as to allow participants space to 
elaborate on their responses. Participants who were interviewed in this study made 
up twenty- five per cent of the same participants who had been given questionnaires 
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to complete. A laptop was used to record verbal data for reference purposes during 
data analyses. During the interviews the researcher made sure that the participants 
were the ones doing the talking by limiting my remarks and minimizing interruptions 
as much as possible. The pilot interview schedules that the researcher made helped 
him to choose words that made sense to the participants thus ensuring that the 
interview questions were easy to understand. Nevertheless, some of the participants 
who participated in the interviews were, for some reason, very reserved in that they 
did not give explicit opinions on how they viewed the situation instead they gave 
answers to the questions the researcher posed with very little elaboration.  
 
3.11.3 Site visits 
 
After collecting the questionnaires from all participants the researcher started 
sampling fifteen schools randomly from the thirty schools he had sampled before. 
The researcher did this because he wanted to interview participants who had already 
participated in the completion of questionnaires. The reason was that the interview 
questions were structured in a way that would give them an opportunity to elaborate 
on the answers they had given on the questionnaire, however, the researcher only 
needed one participant in each school from the two who participated in the 
quantitative data collection. After informing the principals of the schools that the 
researcher had sampled for qualitative data collection he informed the participants 
and asked them to decide on their own who was going to participate in the interview 
schedules. All principals wanted the researcher to visit their schools during break 
time when participants were not busy in order to avoid interference with teaching 
and learning time.  
 
During the researcher’s very first visit to the schools it proved impossible to conduct 
interviews due to the noise that learners were making when outside the classrooms. 
In schools where the participant was a male teacher it was easy to take them 
outside the school to a quiet place where an interview could be held without any 
disturbance. The researcher experienced problems with female participants because 
most of them were married so it was not considered appropriate for a married 
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woman to be seen in another man’s car in a quiet place outside the school premises. 
Then, the researcher had to explain to the school principals that it was challenging 
to hold interviews during break time due to so much noise and taking a married 
woman to a quiet place outside the school premises. Fortunately the school 
principals understood and we decided to use the teaching hours but tried not to 
disturb teaching time. Participants who were teaching in the Foundation Phase were 
then scheduled for interviews for two o’clock in the afternoon after learners have 
gone home. With participants in the Intermediate Phase we had no choice but to 
interfere with teaching time. With teachers in the senior phase and those in the FET 
band we scheduled the interviews for their free periods. Each time the researcher 
was going to visit a site he would have to confirm the time which would be 
convenient for the participant to hold the interview. This second arrangement 
afforded the researcher the opportunity to conduct the in-depth interviews 
successfully.  
 
3.12 Conclusion 
 
This chapter focused on the research methods employed in this study and paradigm 
assumptions were also explored focusing on their influence on this study together 
with the research design, which the researcher perceived as best apposite to employ 
in this study. Questionnaires, in-depth interviews were used as research instruments. 
To explore the research instruments’ ability to yield the required data their validity 
and reliability needed to be ensured. Population and sampling procedures utilized in 
this study together with the type of environment of the research site, research ethics 
and data collection were explained. 
 
 
The next chapter will deal with data presentation and analyses. 
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CHAPTER 4 
 
DATA ANALYSIS and INTERPRETATION 
 
4.1 Introduction     
 
This chapter focuses on the presentation and analyses of data gathered during data 
collection. As has been alluded to in the foregoing chapter, data were collected 
through the use of questionnaires and interviews. In the present chapter data 
collected through the use of questionnaires were analysed using the Statistical 
Package for Social Science (SPSS) and are presented in the form of tables. A 
presentation of findings has been given through written descriptions. Data collected 
through interviews were first coded to form units according to similarities and/or 
differences among units. Units were thereafter grouped into clusters to form 
domains in order to discover relationships between domains.  
 
4.2 Methods followed in Data Analyses 
 
Quantitative data in this study was captured in a laptop using the SPSS software. 
Data capturing took two days to complete and thereafter, data capturing was 
scrutinized to check that all data were captured and captured correctly. Data were 
analysed and presented in the form of tables and pie charts but I decided to use 
tables to save space. Data were analysed and conclusions were drawn based on 
statistical evidence indicated in the tables.  
 
Participants’ responses in the qualitative data were manually transcribed into English 
since interviews were done in Isixhosa. After transcribing data, hard copies were 
made. All responses to each question posed and follow-up questions on each main 
question were cut out and put together. After cutting and putting together 
responses on each question, each batch of responses was scrutinised to pick up 
common terms used by participants to describe their opinions and experiences on 
each aspect covered. These terms were used to develop codes within the data. 
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These codes were used to form units and units were grouped into clusters before 
data were analysed. During data analyses, themes which are listed and explained 
later in this chapter, emerged. 
 
4.3 Data presentation 
 
As has been mentioned in the foregoing section of this chapter, quantitative data are 
presented using tables for each statement offered in the questionnaire. This was 
done to afford the reader a clear picture of the situation as portrayed by participants’ 
responses to statements in the questionnaire. Written descriptions accompany tables 
in order to give a synoptic explanation of what the tables represent. Quantitative 
data analyses are followed by qualitative data analyses later in the chapter. 
Qualitative data are presented in verbatim descriptions regarding the situation as 
given in the interviews after data had been classified in order to identify similarities 
and differences in the data. This is followed by analytical interpretations linked to the 
analyses generated by the literature review and interviews. 
 
4.3.1 Quantitative data 
 
Questionnaires were hand distributed to the participants who were given three days 
to complete them. Each questionnaire had thirty-five statements. After three days 
questionnaires were personally collected to ensure a one hundred per cent 
collection. Due to this effort there was one hundred per cent feedback.  Fortunately 
there were no spoilt questionnaires. After collecting the questionnaires I used the 
SPSS programme to capture the data. After capturing the data I scrutinised it to 
verify that everything was captured properly.  
 
4.4 Analyses of quantitative data 
 
4.4.1 Section A: Biographical information 
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This information was obtained from participants by examining their gender, home 
language, type of school in which they worked, age, the number of years working as 
a teacher in the DoE and participants’ positions in their respective schools. 
 
4.4.1.1 Participants’ gender. 
 
Table 4.1 shows the gender distribution levels of participants in the study. 
Table 4.1 
Participant's gender 
 
Frequenc
y Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Male 24 40.0 40.0 40.0 
Femal
e 
36 60.0 60.0 100.0 
Total 60 100.0 100.0  
 
Table 4.1 shows two distributions of gender levels. Of the sixty participants, 60% of 
them were female participants and 40% of them were male participants. These 
findings reveal that there were more female than male participants in the study. 
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4.4.1.2 Participants’ home language 
 
Figure 4.1 Participants’ home language 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 4.1 reveals that 95% of the participants in this study were Xhosa speaking 
with 1,7% being English speaking, another 1,7% spoke Zulu and another 1,7% 
spoke Sotho. This shows that most participants in this study were Xhosa speaking 
and that participants were not from the same area, hence the differences in their 
home languages. 
 
4.4.1.3 Type of school 
Table 4.2 shows that all participants in this study were working in public schools. 
Table 4.2 
Type of school 
 
Frequenc
y Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Public 60 100.0 100.0 100.0 
 
All participants in this study were working in public schools as indicated in Table 4.2 
This implies that most schools in the Libode Mega-District are public schools. 
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4.4.1.4 Participants’ ages 
 
Figure 4.2 Participants’ ages 
 
 
The ages of respective participants in this study were between 31 and 46+ years as 
depicted in Figure 4.2 Of the participants 8, 3% were between 31 and 35 years of 
age while 13, 3% of them were between 36 and 40 years of age; 35% of them were 
between 41 and 45 years of age while 43,3% were 46 years of age and above. 
Though not necessarily true, Figure 4.2 implies that most participants in this study 
were experienced teachers because of their age. 
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4.3.1.5 Participants’ Experience 
 
Figure 4.3 Participants’ experience 
 
 
Figure 4.3 illustrates the fact that participants number of years’ experience varied. 
Participants who had been working for the DoE for 17 to 18 years constituted 25% 
of the sample. Teachers who had been working for the DoE for 19 to 20 years 
constituted 20% while 10% of the sample was made up of teachers who had been 
working for the DoE for 21 to 22 years. Those who had been working as teachers in 
the DoE for 23 years and above constituted 45%. The statistics noted in Figure 4.3 
confirm that the sample in this study comprised more experienced teachers than 
inexperienced staff. 
 
 
 
 
4.4.1.6 Participants’ Positions 
 
Figure 4.4 Participants’ positions 
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Figure 4.4 indicates that 6,7% of participants were school principals and 3,3% were 
deputy principals; 16,7% of participants were heads of departments while 73,3 of 
participants were post-level one teachers. The above Figure indicates that the 
majority of participants in this study were post-level one teachers. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
6.7
3.3
16.7
73.3
Participants' position
Principal
Dep. Princ
HoD
Educator
175 
 
4.4.2 Section B: Connection between Curriculum Design and Development 
and Curriculum Implementation. 
 
4.4.2.1 Curriculum policies and curriculum implementation 
 
Figure 4.5 Curriculum policies enhance curriculum implementation 
 
 
 
When dealing with teachers’ perceptions on the ability of curriculum policies to 
enhance curriculum implementation, participants responded as follows: 10% of them 
strongly agreed that curriculum policies made it possible to implement curricula; 
36,7% agreed while 15% of them were not sure; 31,7% of participants disagreed 
and 6,7% of participants strongly disagreed. From the distribution of levels of 
statistics shown in Figure 4.5, it is evident that an average percentage of the 
participants (46,7%) agreed that curriculum policies enhanced curriculum 
implementation, but 38,4% of the participants said that the curriculum policies did 
not have the ability to boost curriculum implementation. What was of concern was 
that 15% of participants, who were tasked with the responsibility of interpreting and 
making sense of the policy documents so as to construe meaning from the 
documents in order to prepare lessons and select learning activities and learning 
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experiences in line with curriculum propositions, were not sure whether curriculum 
policies actually had the ability to enhance curriculum implementation.  
 
4.4.2.2 Availability of teaching and learning material required to introduce 
C2005 
 
Figure 4.6 
 
 
Of the five choices offered in the questionnaire, Figure 4.6 shows four levels of 
distributions on the availability of material needed to implement C2005. No 
participant strongly agreed about the availability of the material while 16,7 % of 
them agreed; 13,3% of them were not sure. The majority of participants (58,3%) 
disagreed that material was available and 11,7% strongly disagreed. What these 
distribution levels depict is the startling reality: that is as far as the majority of 
participants were concerned (70%), in the Libode District, C2005 was introduced 
with no material resources supplied to introduce the curriculum. What is more 
disturbing is the revelation that 13,3% of the participants in the Libode District, who 
after examining curriculum documents and after planning their lessons accordingly, 
were not sure whether they had the necessary material to implement the new 
curriculum. 
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4.4.2.3 Availability of teaching and learning material to introduce 
RNCS/NCS Grades 10-12 
 
Figure 4.7 
 
Availability of teaching and learning material to introduce 
RNCS/NCS Grades 10-12 
 
 
According to Figure 4.7, participants’ responses to the statement on the availability 
of resources to introduce RNCS/NCS Grades 10-12 are distributed as follows: 40% of 
participants agreed teaching and learning material was available; 8,3% of them 
were not sure; 45% of them disagreed and 6,7% strongly disagreed. This reveals 
that according to the majority of participants (51,7%) there were no requisite 
resources to implement RNCS/NCS: Grades 10-12. 
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4.4.2.3 Availability of teaching and learning material to 
introduce NCS grades R-12 
 
Table 4.3 
 
Availability of teaching and learning material to introduce NCS 
grades R-12 
 
Frequenc
y Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly agree 1 1.7 1.7 1.7 
Agree 30 50.0 50.0 51.7 
Not sure 5 8.3 8.3 60.0 
Disagree 22 36.7 36.7 96.7 
Strongly 
disagree 
2 3.3 3.3 100.0 
Total 60 100.0 100.0  
 
On the availability of teaching and learning material needed to introduce NCS Grades 
R-12, participants responded as illustrated in Table 4.3: 1,7% strongly agreed and 
50% of them agreed; 8,3% of participants were not sure, 36,7 of them disagreed 
and 3,3% of them strongly disagreed. This Table shows 51,7% of participants 
agreed that teaching and learning material needed to introduce NCS grades R-12 
was available in most schools where the study sample was obtained, but, it also 
revealed that in some of the schools in the Libode Mega-District teaching and 
learning material was still a challenge as far as 40% of participants were concerned. 
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4.4.2.4 Adequacy of teacher training to introduce C2005 
 
Figure 4.8 Teacher training adequate to introduce C2005 
 
 
 
 
 
 
 
 
Figure 4.8 illustrates participants’ responses to the statement on the adequacy of 
teacher training during the introduction of C2005. Only 5% of the participants 
agreed that teacher training was sufficient to introduce C2005 while 15% of 
participants were not sure. The majority of participants (58,3%) did not agree that 
teachers were trained sufficiently to introduce C2005, and 21,7% strongly disagreed. 
The distribution levels of participants’ responses to the statement on the sufficiency 
of teacher training during the introduction of C2005 demonstrate that the majority of 
participants (80%) felt that teacher training was inadequate. The fact that there 
were participants who were not sure about the adequacy of teacher training implies 
a degree of uncertainty about the adequacy of teacher training. 
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4.4.2.5 Adequacy of teacher training to introduce RNCS/NCS grades 10-
12 
 
Figure 4.9 Teacher training adequate to introduce RNCS/NCS grades 10-12 
 
 
 
The distribution of the levels of teacher responses to the adequacy of teacher 
training in introducing RNCS/NCS Grades 10-12 are portrayed in Figure 4.9 as 
follows: 15% of participants agreed that teacher training was adequate while 11,7% 
of them were not sure. The majority of participants (61,7%) of participants did not 
agree that teacher training was sufficient, and 11,7% of them strongly disagreed. 
The impression of respondants about the sufficiency of teacher training during the 
insertion of RNCS/NCS Grades R-9, as presented in Figure 4.9, indicates that most 
participants (73%) felt that teachers were not trained adequately during the 
introduction of these curricula.  
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4.4.2.6 Adequacy of teacher training in order to introduce NCS Grades R-
12 
 
Figure 4.10 Teacher training adequate to introduce NCS grades R-12 
 
 
 
Although there was a variation in participants’ responses on the adequacy of teacher 
training during the introduction of NCS grades R-12, the majority of participants 
(58%) said that teacher training was not adequate; 25% of participants agreed 
there was adequate teacher training while 16, 7% of them were not sure; 51,7% of 
the participants did not agree and 6,7% strongly disagreed. By looking at 
participants’ responses regarding all these curricula introductions, respectively, it 
was evident that most participants believed that teacher training had never been 
adequate. 
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 4.4.2.7 Effectiveness of teaching and learning in the classroom 
 
Figure 4.11 Effectiveness of teaching and learning 
 
 
 
On the statement on effectiveness of teaching and learning in participants’ classes, 
the responses of participants were distributed as follows: 46,7% of participants 
confirmed that there was effectiveness in teaching and learning, 36,7% of them 
were not sure and 16,7% of them indicated that teaching and learning in their 
classrooms was not effective. Figure 4.11 above indicates that while the majority of 
participants (47%) attested to the effectiveness of teaching and learning in their 
classrooms there was a relatively big percentage (37%) of participants who did not 
have confidence in the effectiveness of teaching and learning in their classes. 
Furthermore, it was revealed that there were a few participants (16%) who felt 
there was no effective teaching and learning in their classrooms. 
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4.4.2.8 Participants who faced challenges in implementing C2005  
 
Table 4.4 
 
Participants who faced challenges in implementing C2005 
 
Frequenc
y Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly 
agree 
13 21.7 21.7 21.7 
Agree 39 65.0 65.0 86.7 
Not sure 1 1.7 1.7 88.3 
Disagree 7 11.7 11.7 100.0 
Total 60 100.0 100.0  
 
By looking at Table 4.4 it was obvious that the majority of participants (86,7%) 
faced challenges in implementing C2005; 21,7% of participants strongly agreed they 
had faced challenges in implementing C2005 and a massive 65% of them agreed 
they had also faced challenges; 1,7% of them were not sure whether they faced 
challenges or not while 11,7% faced no challenges at all. As can be seen from Table 
4.4, the majority of participants experienced challenges in implementing C2005. A 
small percentage of participants (11,7%) claimed that they did not face any 
challenges. 
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4.4.2.9 Participants who faced challenges in implementing RNCS/NCS 
Grades 10-12 
Figure 4.12 
Participants who faced challenges in implementing RNCS/NCS 
Grades 10-12 
 
 
Figure 4.12 indicates that 8, 3% of participants strongly agreed that they had faced 
challenges in implementing RNCS/NCS Grades 10-12 while a massive 81,7% of them 
agreed they had faced challenges; 1,7% of participants were not sure while 8,3% of 
them faced no challenges. These results from the distribution of levels in Figure 4.12 
show that most participants in the study (90%) experienced challenges in 
implementing RNCS/NCS Grades 10-12 and only an insignificant percentage of them 
(8, 3%) were comfortable with the implementation of RNCS/ NCS Grades 10-12 
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4.4.2.10 Participants experiencing challenges in implementing NCS Grades 
R-12 
 
Table 4.5 
 
Participants experiencing challenges in implementing NCS 
Grades R-12 
 
Frequenc
y Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly 
agree 
2 3.3 3.3 3.3 
Agree 41 68.3 68.3 71.7 
Disagree 17 28.3 28.3 100.0 
Total 60 100.0 100.0  
 
The above Table reveals that the majority of participants (71,6%) of participants 
faced challenges in implementing NCS Grades R-12; 3,3% of the participants 
strongly agreed that they faced challenges, while 68,3% of them agreed were facing 
challenges; however, 28,3% of the participants did not face any challenges. Table 
4.5 therefore indicates that most participants were facing challenges with the 
implementation of NCS Grades R-12. Contrary to this, a few participants (28%) were 
satisfied with the implementation of NCS Grades R-12. 
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4.4.3 Section C: The role played by teachers in the curriculum design and 
development process. 
 
4.3.3.1 The role played by teachers in the South African CDD process 
 
Figure 4.13 Teachers participated in the South African CDD 
 
 
 
The distribution levels of participants’ responses regarding teacher participation in 
the South African CDD process, as depicted in Figure 4.13, shows that the majority 
of participants agreed that teachers participated in the CDD process but all those 
who agreed indicated that teachers only participated in the evaluation phase of the 
CDD: 1,7% of them strongly agreed while 75% of them agreed; 20% of participants 
were not sure while 3,3% of them disagreed. The majority of participants (76,7%) 
concurred with the view that teachers only participated in the evaluation phase of 
the CDD. No participant pointed at teacher involvement in the designing phase 
although the designing phase was one of the options given in the questionnaire.  
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4.4.3.2 Teachers had an opportunity to participate in all CDD levels 
 
Figure 4.14 Teachers had an opportunity to participate in all CDD levels 
 
 
When asked if teachers had an opportunity to participate in all CDD processes, 
participants answered as follows: 26,7% of them agreed while 15% of participants 
were not sure; 46,7% of participants disagreed while 11,7% of them strongly 
disagreed. As can be observed from Figure 4.14 above, the majority of participants 
(58,4%) agreed that teachers did not have an opportunity to participate in all CDD 
processes, however, less than 30% of the participants believed that teachers had an 
opportunity to participate in all CDD levels while about 15% of the participants 
expressed some doubt.  
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4.4.3.3 Consideration given to teachers’ contributions and concerns in the 
South African CDD   
 
Figure 4.15 Teachers' contributions and concerns were considered in the 
South African CDD process 
 
 
 
Figure 4.15 provides evidence that 20% of participants agreed that teachers’ 
contributions and concerns were considered in the South African CDD process while 
33,3% of them were not sure; 31,7% of participants disagreed while 15% of them 
strongly disagreed. From these readings it is obvious that the majority of participants 
(46,7%) did not confirm the view that teachers’ contributions and concerns were 
considered in the South African CDD process. Nevertheless, there was 20% of them 
who felt that teachers’ contributions and concerns were taken into consideration.   
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4.4.3.4 The actual role of teachers in the South African CDD was in 
curricula implementation 
 
Figure 4.16 Teachers' role was to implement curricula despite not 
participating in their CDD processes 
 
 
 
When asked whether or not the teachers’ role was to implement the curricula, 
despite not having participated in the CDD processes, 28,3% of participants strongly 
agreed while a massive 63,3% agreed; 3,3% were not sure while 5% of participants 
disagreed. Figure 4.16 reveals that a huge percentage of participants (91, 6%) 
substantiated the fact that the curricula that teachers implemented were not 
designed by the teachers themselves but designed elsewhere then handed over to 
teachers to implement; 5% of participants though believed that teachers took part in 
the designing of these curricula. 
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4.4.4. Section D: Preparation by the Department of Education to ensure 
teacher readiness to implement each curriculum. 
 
4.4.4.1 Training received by teachers for each curriculum implementation 
 
Figure 4.17 Teachers received training on implementation of each curriculum 
 
 
 
Figure 4.17 illustrates participants’ responses to the statement on teacher training in 
the implementation in each curriculum: 3,3% of participants strongly agreed while a 
massive 63,3% of them agreed; 10% of participants were not sure whether teachers 
received training or not; 21,7% of participants disagreed while 1,7% of them 
strongly disagreed. All participants who agreed with the aforegoing statement 
(69,6%) stated that training received by teachers was in the form of workshops. 
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4.4.4.2 The availability of curriculum support material in all learning areas 
 
Figure 4.18 DoE made curriculum support material available for all learning 
areas 
 
 
When the statement about the availability of curriculum support material in all 
learning areas was presented to the participants, they responded as follows: 6,7% 
of participants strongly agreed while 38,3% of them agreed; 23,3% of participants 
were not sure; 28,3% of participants disagreed while 3,3% of them strongly 
disagreed. From Figure 4.18 it can be seen that in some schools, where 45% of 
participants in the study taught, the curriculum support material in all learning areas 
was available while in other schools, where 31,6% of participants worked, the 
curriculum support material was not available. 
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4.4.4.3 Guidelines on curriculum implementation made available by DoBE 
Table 4.6 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
When participants were asked whether or not the DoE provided guidelines on 
curriculum implementation as indicated in Table 4.6, these were their responses: 3, 
3% of participants strongly agreed while a massive 55% of them agreed; 16, 7% of 
participants were not sure; 23, 3% of participants disagreed while 1, 7% of them 
strongly disagreed. From these results it is evident that the majority of participants 
knew that the DoE had provided guidelines on curriculum implementation. On the 
contrary, it is also evident that a few participants did not agree about the availability 
of curriculum guidelines. 
 
 
 
 
 
 
 
 
 
 
 
DoE provides guidelines on curriculum implementation 
 
Frequen
cy Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Strongly agree 2 3.3 3.3 3.3 
Agree 33 55.0 55.0 58.3 
Not sure 10 16.7 16.7 75.0 
Disagree 14 23.3 23.3 98.3 
Strongly 
disagree 
1 1.7 1.7 100.0 
Total 60 100.0 100.0  
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4.4.4.4 Monitoring of curriculum implementation by the DoE 
 
Figure 4.19 DoE has a follow-up programme that monitors curriculum 
implementation 
 
 
 
Most of the participants were in agreement with the statement about the DoE having 
a follow-up programme that monitored curriculum implementation: 1,7% of 
participants strongly agreed and a massive 60% of them agreed; 21,7% of 
participants were not sure while 16,7% of them disagreed. Looking at the 
distribution levels of participant responses it is clear that participants held different 
views about the follow-up programme that the DoE needed as a tool to monitor 
curriculum implementation. In all the majority of participants (61,7%) agreed that 
the DoE had a follow-up programme whereas a small percentage of participants 
(16,7%) did not agree; about 22% of participants were not sure whether or not the 
follow-up programme existed or not.  
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4.4.4.5 Provision of learner-performance feedback that enhances 
improvement in teacher practice 
 
Figure 4.20 DoE provides feedback on learner performance that helps teachers 
improve their practice 
 
 
 
Figure 4.20 displays participants’ responses to the statement on the provision of 
feedback on learner performance that helps teachers improve their practice: 55% of 
participants agreed there was feedback and 31,7% of them were not sure, while 13, 
3% of participants disagreed. From these results, it can be observed that most 
participants agreed about the provision of feedback on learner performance 
designed to help teachers improve their practice. Since some participants had earlier 
demonstrated a lack of confidence in the effectiveness of teaching and learning in 
their learning areas, it would be expected that there would be some participants who 
were not sure whether or not the feedback on learner performance would enhance 
their practice; a few participants (13,3%) felt that there was no provision of 
feedback on learner performance that enhanced improvement in teacher practices.  
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4.4.5 Section E: Assistance geared towards effective curriculum 
implementation provided for teachers. 
 
4.4.5.1 Assistance received by teachers from the DoE 
 
Figure 4.21 Participants receive assistance from the DoE 
 
 
 
When participants were asked about getting any assistance from the DoE, they 
responded as follows: A slight majority (51,7%) of participants agreed while 41,7% 
of them were not sure; 6,7% of participants did not agree that they received any 
assistance from the DoE. As can be seen from Figure 4.21, the majority of 
participants confirmed that they received assistance from the DoE. Disturbingly, 
about 42% of participants were not sure whether they receive assistance from DoE 
or not while a small percentage (6,7%) of participants denied receiving any 
assistance. 
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4.4.5.2 Assistance received by teachers from the School Management 
Team 
 
Figure 4.22 Participants receive support from the School Management Team 
 
 
 
Figure 4.22 shows that 5% of participants strongly agreed that they were given 
support by the School Management Team while a massive 58,3% of them agreed; 
1,7% of participants were not sure while 35% of them disagreed. Figure 4.22 shows 
that in most schools, where 63,3% of participants in the study worked the SMT 
provided support to the teachers; however, a moderately-high percentage of 
participants (35%) did not enjoy any support from the SMTs in their respective 
schools. 
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4.4.5.2 Assistance received by teachers from other teachers at school 
 
Figure 4.23 Participants receive support from other teachers at school 
 
 
 
 
An overwhelming majority of participants (91,7%) confirmed that they received 
assistance from other teachers in their respective schools; 5% of the participants 
strongly agreed while 86,7% of them agreed; 3,3% of participants were not sure 
whether they received assistance from their colleagues in school or not, while 5% of 
them disagreed about receiving collegial assistance. The evidence displayed in 
Figure 4.23 points to the fact that most teachers (91,7%) were getting assistance 
from their colleagues on curriculum implementation at their respective schools. 
There was a small percentage of participants (5%) though who did not get any 
assistance from their colleagues in their respective schools. 
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4.4.5.3 Assistance received by teachers from other teachers in the circuit 
 
Figure 4.24 Participants receive support from other teachers in the circuit 
 
 
 
On assistance given to teachers by other teachers in the circuit, participants 
responded as indicated in Figure 4.24: 8,3% of participants strongly agreed and a 
massive 78,3% of them agreed while 13,3% of participants disagreed. This shows 
that most participants (86,6%) were getting support from other teachers in their 
respective circuits while 13,3% of them denied getting any support from other 
teachers in their circuits. 
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4.4.5.4 Assistance received by teachers from the community at large 
 
Table 4.7 
Participants receive support from the community at large 
 
Frequenc
y Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Agree 16 26.7 26.7 26.7 
Not sure 6 10.0 10.0 36.7 
Disagree 29 48.3 48.3 85.0 
Strongly 
disagree 
9 15.0 15.0 100.0 
Total 60 100.0 100.0  
 
Participants’ responses on community assistance are presented in the above table as 
follows: 26,7% of the participants agreed while 10% of them were not sure whether 
they received any assistance from the community or not. A huge 48,3% of 
participants disagreed while 15% of them strongly disagreed. It is evident from 
Table 4.7 that most teachers (63,3%) did not get support from the community 
surrounding their schools, although a small percentage of participants (26,7%) 
attested to getting support from the surrounding community in the area.   
 
 
 
 
 
 
 
 
 
 
 
200 
 
4.4.6 Section F: The relevance of assistance provided for teachers 
regarding the challenges they face in curriculum implementation. 
 
4.4.6.1 Workshop assistance helps teachers in curriculum implementation 
 
Figure 4.25 Assistance received from workshops provides assistance needed 
for curriculum implementation 
 
 
 
Figure 4.25 indicates participants’ responses to the statement about having access to 
workshops that provide assistance needed for curriculum implementation: 1,7% of 
participants strongly agreed while 50% of them agreed; 13,3% of participants were 
not sure while 35% of them disagreed. The figures shown in Figure 4.25 indicate 
that the majority of participants attested to the access to workshops in enhancing 
curriculum implementation. About 51% of participants confirmed that the assistance 
they received from the workshops did provide the assistance they needed to 
implement the curriculum; nevertheless, there were those participants (35%) who 
disagreed that the workshops provided assistance needed for curriculum 
implementation with about 13% of them who were not sure whether the workshops 
did or did not provide relevant assistance.  
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4.4.6.2 Workshops provided by DoE are enough to enhance teachers’ 
understanding of curricula 
 
Figure 4.26  
 
 
 
 
 
Figure 4.26 above illustrates participants’ responses to the statement about whether 
or not the DoE provides enough workshops to enhance teacher’s curricula 
understanding: 25% of participants agreed while 15 % of them were not sure. A 
significant 50% of participants disagreed while 10% of them strongly disagreed. As 
can be observed from the distribution levels provided above, the majority of 
participants (60%) indirectly advocated for more workshops to be conducted in an 
attempt to improve teachers’ comprehension of curriculum aspects pertinent to 
comprehensive curriculum implementation. About 25% of respondents, however, 
claimed that the workshops provided by the DoE were sufficient to facilitate 
curriculum implementation. 
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4.4.6.3 Demonstration of knowledge about curricula aspects by workshop 
facilitators 
 
Figure 4.27 Workshop facilitators demonstrate knowledge on curricula 
aspects 
 
 
 
The distribution levels of participants’ responses on the knowledge of curricula 
aspects demonstrated by workshop facilitators were: 41, 7% of participants agreed 
that facilitators demonstrated knowledge while 5% of them were not sure; 43, 3% 
of participants disagreed while 10% of them strongly disagreed. Figure 4.27 
therefore indicates that the majority of participants (53,3%) felt that the workshop 
facilitators did not demonstrate knowledge of curriculum aspects when conducting 
the workshops. The gap was not wide but disagreement was significant at 53%.  
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4.4.6.4 Other educational stakeholders provide support that assists 
teachers in curricular implementation 
 
Figure 4.28 Support received by participants from other stakeholders 
assists them in curricular implementation 
 
 
 
 
The distribution levels were: 53,3% of participants agreed they received support 
that assisted them in curricula implementation from other stakeholders while 6,7% 
of them were not sure; 31,7% of participants disagreed while 8,3% of them strongly 
disagreed. As can be seen from Figure 4.28 above the majority of participants 
(53,3%) attested to getting support from various stakeholders that had a vested 
interest in the education sector while 40% of participants denied getting assistance 
from other stakeholders; 6,7% of participants were not sure whether they received 
assistance or not. 
 
4.5 Emerging Themes from Quantitative Data Analyses 
 
During qualitative data analyses the following themes emerged: 
Theme A: Teacher training and availability of resource material; 
Theme B: Teacher participation in the CDD process and 
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Theme C: Stakeholder assistance for teachers in ensuring smooth curricula 
               implementation. 
 
Theme A emerged from the analysis of the following: teacher training, the 
availability of material resources pertinent to curriculum implementation since the 
insertion of C2005 through to NCS: grades R-12 to facilitate teaching and learning, 
effectiveness of teaching and learning and when examining whether or not teachers 
experienced challenges in implementing curricula. When scrutinising the role 
teachers played as agents for implementing curricula in the CDD process, Theme B 
emerged.  Theme C emerged after the analyses of roles played by the DoE, SMT, 
other teachers both in the institution and in the circuit and the outside community in 
assisting teachers in curricula implementation.  
 
4.6 Summary of Quantitative Data Analyses 
 
In this study, 60% of participants were female and male participants constituted 
40%. Participants who showed more compassion about the effects of poor working 
conditions and its impact on teaching and learning and the effects of curricula 
changes were female participants. The majority of male participants were not 
bothered much by having to comply with demands of curricula revisions because 
they simply ignored them and continued with what they used to do. All participants 
in the study concurred with the view that the preparation for curricula introduction 
made by the DoE in terms of preparing teachers for curriculum implementation and 
provision of resources was very poor. Participants also spoke with one voice when 
denying teacher participation in the curriculum designing process. They also 
concurred with view that the role of the teacher was to implement curricula that had 
already been designed elsewhere. The majority of participants attested to receiving 
little support from the DoE and the community members surrounding their 
institutions; however, most participants agreed on enjoying collegial support. 
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4.7 Qualitative data 
 
There were nine main questions for the interviews (Appendix B). Interview data 
were recorded using a laptop. Interim data analyses were carried out during data 
collection. Data responses were numbered to avoid using participants’ names for 
identification purposes. After numbering the data, similar responses to each 
statement were grouped and coded to form units from A to N. Units were thereafter 
grouped into clusters to form domains in order to discover relationships between 
domains. Nieuwenhuis (2009:103) states that data may come from numerous people 
from different contexts or organisations, or a few individuals from a specific group or 
context, or a single case, thus, a useful first step in data processing as well as in the 
reporting of findings is to give a description of one’s participants. He advises that 
this description should be as detailed as possible and should include the number of 
participants, how they were selected and relevant background data such as age, 
gender, occupation, education or marital status. 
 
Participants in this study were both male and female teachers working in the Libode 
District of education in the Eastern Cape province of South Africa. Participants were 
between the ages of 31 and 46+ years with between 17 and 23+ years of teaching 
experience. Out of eight female teachers who formed part of the interview 
participants, five were married women. The interview section of this study was 
conducted with fifteen randomly-selected participants. The qualitative data in this 
study is a combination of transcribed interviews (see Chapter 3) and field notes. 
 
The following table represents processes followed during interim analyses and the 
actual analyses of data: 
 
Table 4.8 Steps in data analyses 
 
Units Clusters 
A: Gender  
 B: Spoken Language  
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C: Age Participants’ biographical 
details D: Teaching Experience 
E: Position 
F: Teacher training in preparation for CI Provisions made during the 
CDD process for smooth 
curriculum implementation 
 
 
G: Assistance from DoE 
 
H: Appraisal of workshops as a tool for 
curriculum dissemination 
 
Appraisal of the quality of 
curriculum dissemination 
before curriculum 
implementation 
 
 
I: Availability of resources for CI 
 
 
 
Provisions made by DoE for 
curriculum implementation J: Availability of LTSM  
K: Availability of the necessary 
infrastructure  
L: Teachers’ role in curriculum design 
processes  
Participation of stakeholders 
in the curriculum design 
process 
 
M: Parents’ role in curriculum design 
processes 
N: Stakeholder assistance  The level of assistance 
provided to and by 
stakeholders in curriculum 
implementation 
O: Teachers’ general feelings on curricula 
changes 
 
 
4.8 Analyses of qualitative data 
 
The following are detailed comments on participants’ responses to the phenomena 
of interest in this study. 
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4.8.1 Connection between the CD process and CI in terms of 
comprehensive provisions made for CI in teacher training. 
 
On the aspect of connection between the CD process and CI in terms of teacher 
training for curriculum implementation, participants had conflicting views. On the 
one hand, the majority of participants concurred with the fact that the DoE 
organised workshops to train teachers on curriculum implementation for each 
curriculum introduction while other participants refuted the claim that teachers were 
trained, on the other. One participant from those who concurred about teachers 
being trained gave the following evidence: 
 
Before any new curriculum is introduced, the DoE holds a series of workshops according to 
different learning areas in different venues in order to prepare the teachers for 
implementation on that curriculum.  
 
All participants stated categorically that these workshops did not accomplish 
anything in equipping the teachers for curriculum implementation. Two main reasons 
put forward by all participants for the failure of workshops in equipping teachers for 
curriculum implementation involved the duration of the workshops and the workshop 
facilitators, all of whom did not demonstrate the requisite knowledge of the curricula 
aspects. All participants confirmed that workshops were conducted in a period of one 
to two days and that was not enough time to disseminate all the information 
pertaining to curricula implementation. Concerning teacher training at workshops 
one of the participants had this to say:   
 
Teachers are encountering enormous challenges when it comes to implementing these 
curricula. To start with, the workshops provided by the DoE as a tool for curriculum 
dissemination are very short. Teachers are told so many things in a very short space of time 
and are expected to implement what they have been told for the whole year whilst a very 
short period of time have been used to show them what they need to do. Consequently, 
teachers utilise their own methods of curriculum implementation and as a result things are 
not happening the way they are supposed to happen.  
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A similar view is upheld in a study conducted by Motseke (2005) whose findings 
indicated that the majority of the respondents mentioned that their professional 
training did not prepare them for OBE because the Department of Education’s 
workshops were too short in that they lasted a few hours or days; at most, one 
week. They were too theoretical and took the form of lectures in one big venue with 
no demonstrations. They were also too late (in some instances, up to 3 months after 
the curriculum introduction). Participants in this study felt that the workshops were 
rushed. Under these circumstances, teachers were then expected to use that 
information to implement curricula. One participant reported: 
 
Teachers are told so many things in a very short space of time and are expected to 
implement what they have been told for the whole year whilst a very short period of time 
have been used to show them what they need to do. 
 
Also, due to being told so much in a short space of time it was impossible to grasp 
everything being said. Consequently, as one of the participants said, teachers simply 
utilised their own methods of implementing the curriculum which were not the ones 
advocated by curriculum designers. The following excerpt provides testimony to this 
claim:  
Due to being told many things in a short space of time teachers utilise their own methods of 
CI and as a result things are not happening the way they supposed to happen. 
 
Participants also felt that the workshop facilitators attended curriculum dissemination 
workshops that took three to four weeks but on their return they reduced the 
workshop programmes to two days. To the participants this meant that the 
workshop facilitators did not value the importance of thorough curriculum 
dissemination. The second impediment to successful curriculum dissemination, as 
reported by participants, was the inability of the workshop facilitators to disseminate 
curriculum information competently. One of the participants argued: 
 
The workshop facilitators do not demonstrate any knowledge of curriculum aspects; as a 
result, you find that in most of these workshops there is a lot of noise made by teachers 
because when they discover that the facilitator has a shallow understanding on the 
209 
 
curriculum aspects they start talking among themselves trying to reach a common 
understanding on some curriculum issues.  
 
Another participant said:  
No, they do not demonstrate any knowledge and understanding of the curriculum. It seems 
as if the DoE just takes any person whom they see to be active even if his understanding is 
shallow. I have never seen facilitators who are confident about what they are doing, they just 
read what is written as it is. If a teacher asks a question the facilitators are not able to give 
an answer so teachers end up having to answer one another’s questions according to the 
way they understand the issue in question. The danger with that is that people sometimes 
understand the same thing in different ways. One other thing that makes these workshops 
useless is that they never involve learners so that the facilitators can demonstrate how things 
are done in a classroom setting. Sometimes you find that the things that the facilitators 
theorise about in the workshops are impossible to do when you get to the classroom.  
 
One participant who showed some emotion and disgust over the quality of the 
workshops had this to say about the workshop facilitators: 
 
To be honest they were parroting. Just repeating what they heard and reading pamphlets 
without showing any understanding of the issues they were talking about. What they did was 
to confuse us most of the time and sometimes teachers would leave the workshop before it 
was over due to a lot of confusion perpetuated by the facilitators. 
 
Participants concurred when saying that the facilitators, especially during the 
insertion of C2005 and RNCS/NCS Grades 10-12, did not demonstrate any 
knowledge depth on most curriculum aspects. This is evident in the following excerpt 
from one of the interviews with participants: 
 
During the time of C2005 and RNCS you could feel that you wasted your time by attending a 
workshop because the facilitators knew nothing. Attending workshops during those times was 
good for getting the documents so that you can come back and try to make sense of the 
documents on your own. 
 
In concurrence with other participants, another one said: 
 
The facilitators were not clear on the practicability of the first two curricula. They were just 
telling us what they were told to come and tell us. If, for instance, you ask a question on 
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something they were not told they would not answer. Some subject advisors would even be 
open and honest with us by declaring that they do not have the answers to our questions 
because the information they are bringing to us is not from them. 
 
All participants agreed that the facilitators were unable to answer most of the 
questions pertinent to curriculum implementation, thus, according to participants, 
teachers experienced enormous challenges because they were new to the teaching 
and learning approach, which came with C2005 and OBE, and which were now 
learner centred. They were therefore ill-equipped, having attended traditional 
teacher training institutions. one of the participant said: 
 
What I can say is that during the insertion of C2005 teachers experienced enormous 
challenges because not only the new curriculum changed the teaching and learning strategy 
from a teacher-centred to a learner-centred approach but it also had a challenge of lack of 
resources pertinent for its implementation. Teaching was not easy because the approach that 
came with C2005 was not offered in the teacher training institutions so the majority of 
teachers were new to this approach. 
 
Participants concurred, however, that things were better with NCS Grades R-12 
because implementation of this curriculum had reverted to old teaching traditions 
which teachers were trained in at their respective teacher training institutions. As the 
next participant reported: 
 
What makes things better now is that the NCS: R-12 curriculum has reverted to the same 
approach we were using in the colleges of teacher training. 
 
In concurrence with the notion of a better understanding in NCS: Grades R-12, 
another participant retorted: 
 
Facilitators did not demonstrate the knowledge of the curriculum but as teachers sometimes 
we used to think that maybe the facilitator has a less ability in presenting. What made us 
change our minds and realised that they lacked knowledge was their inability to answer 
questions posed by the teachers. As a result we ended up using our own discretion most of 
the times. Nevertheless, things got better with NCS: R-12. 
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When asked the reason for the lack of knowledge exhibited by the workshop 
facilitators, participants pointed out that the workshop facilitators were ordinary 
teachers like themselves who had never participated in the CD process so they did 
not possess first-hand knowledge of any curriculum aspect. Jansen (1998) alluded to 
the complex and confusing language associated with OBE when he stated that the 
language of innovation associated with OBE was too complex, confusing and at 
times contradictory. A teacher attempting to make sense of OBE would not only 
have to come to terms with more than 50 different concepts and labels but also 
keep track of the changes in meaning and priorities afforded these different labels 
over time. As if that were not enough of a challenge, one of the critical concerns 
about OBE was successful implementation. As suggested in Jacobs and Chalufu 
(2000), an impediment has been the fact that the majority of teachers cannot speak, 
read and write English well enough to put OBE into practice. In Naong’s (2012) 
words it would appear that the knowledge base, concept understanding and general 
capacity of many teachers were below par before the introduction of OBE. Despite 
this situation, the new system was imposed on them without well-constructed in-
service teacher training programmes to support the new initiative, thus, according to 
Taylor (1999) only the most dedicated, knowledgeable and skilled teachers were 
likely to achieve SAQA’s learning goals using C2005. 
 
When I asked how these teachers, who later become workshop facilitators, were 
selected to attend the workshops, participants told me that the DoE would take 
subject advisors for training for a period of about three weeks to a month. The 
subject advisors would, in turn, select a few teachers from clusters and train them 
for about a week. On the issue of the selection of workshop facilitators, one 
participant said: 
 
The DoE would take subject advisors for training for a period of about three weeks to a 
month. The subject advisors would in turn select a few teachers and train them for one week. 
Those few teachers whom we do not even know what criteria were used to select them 
would then train thousands of teachers in one to two days. I still do not know how a training 
that first took three weeks can be reduced to a maximum of two days. 
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Workshop facilitators were selected without others knowing what criteria were used 
to select them and they would then train thousands of teachers in a day or two. One 
participant explained that the Libode District was divided into circuits and what the 
DoE did was to ask for a teacher from each circuit to attend the workshop. The 
choice of a circuit representative would, therefore, depend on the popularity of a 
person within the circuit. Testimony to this claim is provided by one of the 
participants who said: 
 
Unfortunately the criteria were not based on the performance of the person in terms of 
producing good results, for instance, but on how popular the person is within the circuit. Our 
district is divided into circuits and what the DoE would do was to ask for a teacher from each 
circuit to attend the workshop then circuits would choose a teacher to represent that circuit in 
the workshop. So, the choice of a circuit representative would depend on the popularity of a 
person within the circuit. 
 
Two participants said there was no connection between the CD process and CI in 
terms of teacher training for curriculum implementation. They believed that teachers 
were never trained for curriculum implementation but were called to be informed 
that the curriculum was changing. They maintained that teachers could not be 
trained on a new curriculum in two days and be expected to implement it smoothly. 
The following excerpt from participants’ responses provides testimony to this claim:  
 
No, the way I see it, teachers are called to be informed that the curriculum is changing not to 
be trained on CI. The reason why I say this is that you cannot train people on a new 
curriculum in two days and expect a smooth CI. 
 
They also said that when policies were drafted the people who had to implement 
them were never involved in the drafting. It was one thing to tell teachers at 
workshops what they needed to do in workshops when in fact there was no link 
between theory and practice. What can be deduced from these participants’ 
responses is that curriculum dissemination in the form of workshops did not help 
teachers with the necessary assistance needed to implement the curricula especially 
C2005 and RNCS/ NCS Grades 10-12. Moreover, the cascade model used by DoE for 
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curriculum dissemination proved problematic. A female teacher who was one of the 
participants had this to say: 
 
The problem is that as the information is cascading down it becomes distorted and by the time it gets 
to the teachers it already has many weaknesses. 
 
The findings of this study amplify submissions made by Khulisa (1999), Centre for 
Education Policy Development (CEPD) (2000), Human Sciences Research Council 
(HSRC) (2000), University of Pretoria and NAPTOSA that the Cascade Model failed to 
prepare either officials or school-based educators for the complexity of C2005 
implementation. In the first instance the ‘cascading’ of information resulted in the 
‘watering down’ and/or misinterpretation of crucial information (RCR, 2000). 
Secondly, trainers lacked confidence, knowledge and understanding to manage the 
training process (RCR, 2000 citing Bryanston Primary School, Free State Education 
Department, Gauteng District Training Team, Gauteng Education and Training 
Council, Heine, and Waja submissions). 
 
4.8.2 Connection between the CD process and CI in terms of 
comprehensive provisions made for CI in the availability of material 
resources. 
 
All participants in this study concurred that there was no connection between the CD 
process and CI in terms of comprehensive provisions made for CI in the availability 
of material resources. All participants agreed that material resources needed to 
implement each new curriculum such as libraries, laboratories, computers, over-head 
projectors, microscopes, globes and maps, science kits, technology labs, and other 
necessities were never available. A dipressing picture on availability of resources is 
depicted in this statement: 
 
There is nothing. If you can ask a grade nine learner, what is a library? He can tell you that it 
is a place where books are kept. Other than that there is nothing they know about a library. 
They do not even have a picture of what a library looks like. Our government is destroying 
our education system by not providing resources. 
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The only material made available to schools by the DoE was textbooks. Some 
participants have mentioned that during the time of C2005 even the textbooks were 
very difficult to find. Participants said that they had to look around for textbooks and 
after getting them would still need to look for supplementary material because the 
textbooks had no appropriate content. One of the participants had this to say: 
 
During C2005 the textbooks had no content knowledge for the activities that learners needed 
to do. So, a teacher had to use some of the books from the previous curriculum to get the 
content knowledge that would help learners to perform a task. 
 
Another participant had this to say: 
 
The only thing that was provided was textbooks. As for any other material, we have nothing. 
During the insertion of C2005 we were given textbooks which arrived late. Those textbooks 
only had activities that learners needed to do but without the content knowledge that  
learners needed to have before engaging in those activities. It was advocated in C2005 that 
learners are not empty vessels so there is knowledge that they already possess and they 
should use that knowledge to complete these activities, even if some of those activities would 
require them to use equipment that was not there. 
 
Some participants confessed that during C2005 they were “just fumbling” with 
curriculum implementation because not only were the textbooks’ content 
inappropriate, there was nothing that indicated which topics were to be covered in a 
particular grade or phase. Other participants claimed that during C2005 and RNCS 
the textbooks were not even user friendly. When asked to elaborate they mentioned 
that the small content found in the textbooks was difficult to understand even by the 
teacher. In his own words, one school principal explained: 
 
The content knowledge found on those textbooks was difficult to be understood even by the 
teachers. The first thing you see when you open a textbook is an activity that learners must 
do without giving any knowledge needed to perform that activity. To make things worse, 
some of the activities are difficult even to the teachers. You will remember that these 
curricula came to teachers who were never trained to handle them.  
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The aforegoing statement strengthens Jansen’s allegation that anyone who seriously 
believes that the understanding of OBE’s theoretical underpinnings, application of 
skills and demonstration of a capacity to transfer such application and understanding 
across different contexts has not spent enough time inside the average South 
African classroom.  
 
All participants corroborated the view that the first thing  they could see when they 
opened a textbook was an activity that learners had to do without giving them any 
knowledge needed to perform that activity. Some of the activities were difficult even 
for the teacher. One participant said: 
 
The first thing you see when you open a textbook is an activity that learners must do without 
giving any knowledge needed to perform that activity. To make things worse some of the 
activities are difficult even to the teachers. 
 
Some participants have mentioned that as much as there were no resources during 
the insertion of C2005 things had still not changed. What exacerbated the situation 
was that specifications one needed to follow meant learners had to go to a library or 
a certain laboratory which did not exist in the learners’ schools. One female teacher 
who confessed to be frustrated by the then conditions made a telling statement:  
 
For example, a certain activity would require learners to go to a golf course, or a tennis court, 
or a swimming pool and you will find that even though the choice has been made wide we do 
not have any of those things. 
 
Another participant revealed that in compensating for the lack of resources she had 
to send Grade one learners to collect small stones from the grounds and beer caps 
from the village taverns to use when learning to count due to the absence of 
counters which were supposed to be provided by the DoE. A Grade one teacher 
confessed:  
In my grade one class we do not have even the counters as a result we have to send the 
learners to collect small stones and even beer caps from the taverns in the village then come 
and use them when learning to count. 
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Other participants mentioned that in learning areas like creative arts only the 
theoretical part could be taught due to a lack of resources needed for the practical 
part of the learning area. Furthermore, there were no classrooms designed for doing 
the practical part of the learning area although the learning area was part of the 
curriculum. This is evident from the testimonies of participants in this disclosure:  
When it comes to the arts and culture learning area, for example, we do not have the 
classroom space to do the practical part of the learning area. As a result, the learners have to 
go and do traditional dance outside the classroom and that disturbs the whole school because 
other learners tend to watch those who are doing their practical outside and thereby 
rendering the classroom uncontrollable.  
 
A female teacher who showed a deep concern about the issue of infrastructure in 
facilitating effective teaching and learning had this to say: 
 
Since the insertion of C2005, a teacher is supposed to teach twenty-five learners in a class 
but we end up having more than forty learners per class and that creates a problem in 
classroom space because learners are congested. A desk which is supposed to accommodate 
three learners ends up accommodating six learners. This leads to difficulties when learners 
need to write something. Also, this overcrowding leads to uncontrollable classrooms, for 
example, learners differ in how quickly they learn; some are fast and others are slow 
learners.  
 
The above inadequacies confirm findings made by Nobanda (2012) that in the 
Libode District there were no classrooms specially designed for teaching Arts and 
Culture and therefore not enough space to perform the practical part of the learning 
area. Some participants contended that things have improved in the NCS Grades R-
12. This improvement came with the building of new schools through the mud 
schools eradication programme. The newly-built schools had libraries, laboratories 
and computers with full equipment but a most disturbing reality was that teachers 
did not know how to use the equipment. One school principal testified: 
 
It is only the newly-built institutions that have libraries, laboratories and computers with full 
equipment but that equipment is just a white elephant. Our schools have teachers who do 
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not know how to operate a computer. Thus, those computers in those schools are still in their 
boxes in which they arrived. As for those schools that were built long ago, there is nothing.  
 
Another contributing factor to ease the challenge of the lack of resources, as 
mentioned by some participants, was the intervention by Non Governmental 
Organisations (NGOs) and other companies such as Eskom, Vodacom and others 
which donated equipment like computers, science kits and sporting equipment to 
rural schools. Textbooks arrived a year before in NCS: Grades R-12 and they did 
have the content knowledge that learners should possess before performing a task. 
The pace setter guided them as far as the topics one needed to cover were 
concerned. 
 
4.8.3 The teachers’ role in the designing of C2005, RNCS/NCS Grades 10-
12, and NCS Grades R-12. 
 
On the question of teacher participation in the curricula-design processes, the 
majority of participants confirmed the view that teachers were not given any role to 
play in the designing of these curricula. Most participants were of the view that the 
South African curricula were developed somewhere else then handed down to 
teachers to implement. The following four excerpts chosen from the interviews with 
participants provide a foundation for these findings: 
 
I do not remember teachers being called to participate in the CD process. The only thing that 
happens in all these curricula introductions is that teachers are merely informed that the 
curriculum has changed, here is a new curriculum go and implement it…… If teachers were 
involved in the design process the designers involved teachers from the urban areas of 
Pretoria or Johannesburg and only considered the school situation of those teachers…. 
Teachers from the rural schools did not participate in C2005 design process because when 
you look at the resources needed to implement C2005; things like TV, magazines, news- 
paper articles, internet, swimming pools and the like. You can be sure that teachers in the 
rural schools were not involved, for example, a teacher who is teaching in the Mtakatye area, 
for instance, would only have time to go to town on a Saturday and that would be the only 
chance she has to lay her hands on magazines and newspapers….. Teachers did not 
participate in CD. Even the teacher union representatives would say,“ This is what we were 
told is going to happen”. Otherwise the approach was a top-down approach. Nobody had 
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time to listen to the teachers’ voice. What our union reported to us is that they were told that 
a thorough research has been conducted on these curricula and this is what South Africa 
needs at the moment so anyone who has any misgivings about changing the curriculum does 
not want to see South Africa moving forward.   
 
These excerpts paint a powerless picture: the voice of the teacher, in the curriculum 
designing process, crying in the wilderness. The very lack of teacher involvement in 
the curriculum-designing process could be the reason for challenges faced by 
teachers in curriculum implementation. These participants’ responses corroborated 
the findings of Carl’s (2005) study, being that the practice of teachers simply 
implementing curricula, which had already been developed elsewhere, probably 
holds true for the South African context. Curriculum 2005, for instance, was 
developed at national level in 1998 and teachers only became involved when they 
received training in the application of the new curriculum at a school and classroom 
level. Moreover, the same applied to the Revised Curriculum Statement Grades R-9 
(Carl, citing Department of Education, 2000). He also said at the time that it 
appeared that the same pattern would be followed with the phasing in of the 
National Curriculum Statement Grades 10-12 (Carl, citing Department of Education, 
2003) from 2006, in that the curriculum would have been developed at national and 
provincial levels before teachers actually became involved during the implementation 
phase.  
 
This exclusion of teachers in the CDD processes is contrary to the views of Gordon 
(1997), Mishra (2012) and Wamaungo (2012). Their opinions concur with Taba’s. 
Taba (1962) says that the curriculum should be designed by the teachers rather 
than handed down by higher authority. Furthermore, she feels that teachers should 
begin the process by creating specific teaching-learning units for their students in 
their schools rather than by engaging initially in creating a general curriculum 
design. Some participants in the present study complained that they were only called 
to be told of the changes in curriculum and were then expected to implement the 
new curriculum which had been designed without consultation elsewhere. In other 
words, they were foot soldiers whose duty was to implement decisions that were 
taken by the authorities somewhere.  This is in line with what Booyes and Du Plessis 
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(2012) refer to as Tyler’s linear technical production perspective which contends that 
educational decisions be made objectively and primarily by experts with specialised 
knowledge. Naong (2012) also maintains that the South African CDD process 
appears to have been mostly imposed from the top down, that is, it was devised by 
experts appointed by the Education Department rather than arising from the 
experience of educators on the ground.  She discloses that it was indeed presented 
to ordinary educators as a fait accompli rather than being developed and 
implemented in partnership with them.  
 
Other participants said that the teacher union representatives complained about how 
bureaucratic the curriculum design process was, with the curriculum planning done 
using a top-down approach in which teachers were not represented. Rather than a 
top-down approach, Carl (2005) suggests that teachers should be involved in 
planning the curriculum to make it easier to understand new concepts and to 
implement changes. He justifies his claim by suggesting that policy shapers are often 
far removed from the classroom situation, thus it is essential that the teachers’ input 
is considered and that the curriculum is not just imposed from above. Decisions are 
often made by officials who for many years have not been in the classroom and are 
not in touch with the realities faced by the teachers (Carl, 2005). Some participants 
took the view that bureaucracy was the DoE order of the day and even when 
policies on inclusive education were drafted, teachers were not involved. The DoE 
simply just called school principals and gave them policies on inclusive education and 
told them to go and implement the policies without making any provisions for the 
implementation of the policy. 
 
Some participants said their union representatives told teachers that it was 
mentioned to them that there was a new curriculum based on certain curriculum 
models adopted from other countries and that their union representatives 
complained that nobody had time to listen to the teachers’ voices. They were told 
that thorough research had been conducted on these curricula and that was what 
South Africa needed at the time so anyone who had misgivings about the curriculum 
change did not want to see South Africa moving forward. Participants were of the 
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view that if teachers were involved in the curriculum designing process the designers 
had taken a sample of teachers from the Gauteng province in the urban areas of 
Pretoria and Johannesburg. To substantiate their claim they argued that if one 
looked at the resources needed to implement C2005 and its revisions, such as TV, 
magazines, the internet, swimming pools, golf courses, libraries and laboratories, it 
was clear that teachers from the rural schools were not involved in the curriculum-
design process because these resources are never found in rural areas, especially in 
the Libode District. The perception was that curriculum designers considered, and 
made provision only for schools in the urban areas thereby making erroneous 
assumptions about the conditions in the rural areas.  
 
This scenario is in direct contrast to Tiangson’s (2013) study which advocates that 
learners are the very reason a curriculum is developed, thus, consideration must be 
given to the following: age, gender, physical, mental and emotional development, 
cultural background, aspirations and personal goals. The success of the curriculum 
can only be measured by the extent of learning that the learners have achieved. The 
essence of Tiangson’s assertion is that learning takes place when consideration has 
been given to the aforesaid learner aspects. In the absence of the aforementioned 
resources, Libode District learners’ performance can hardly be maximised. One of 
the participants, however, said that although there was no evidence of teacher 
involvement in designing of C2005 and RNCS there was evidence of teacher 
involvement in the NCS Grades R-12 curriculum when one looked at the way the 
textbooks were designed. 
 
4.8.4 Availability of a platform where teachers can raise their complaints 
and concerns.  
 
When asked about the availability of a platform for teachers to raise their complaints 
and concerns, they confirmed that as far as they knew there was no such platform. 
Participants complained about a huge gap that existed between the district officials 
and the teachers in the educational institutions and which caused district officials to 
keep visits to the institutions to a minimum. Nobody was prepared to lend an ear to 
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teacher concerns about curriculum issues. This is contrary to Carl’s assertion that 
teachers are partners in the process of curriculum change, therefore there should be 
an opportunity for their voices to be heard before the actual implementation; in 
other words, they should be given the opportunity for input during the initial 
curriculum development processes (Carl, 2005). Carl also says that curriculum 
development is part of the teachers' daily tasks; teachers, as practitioners, are best 
able to reflect true practice and make a contribution to the CDD processes. In 
addition, he argues that it is the teachers who ultimately have to implement the 
curriculum and therefore teachers, as professionals, ought to be involved in all CDD 
processes. 
 
Some participants reported a lack of cooperation from the subject advisors, citing 
the reason as being the lack of a platform to voice teachers’ concerns. To illustrate 
this claim they pointed to an incident that once occurred at a continuous assessment 
(CASS) gathering where teachers had not completed a certain task due to a lack of 
resources needed to complete the task. They claimed that the subject advisor told 
them that the task was a CASS requirement and that she was not going to accept 
any explanation for failing to do the task. Participants said that they talked about the 
challenges they faced in curricula implementation among themselves as there was 
no official platform to air their views. Furthermore, raising concerns to the School 
Management Teams (SMTs) was just a waste of time because the SMTs were also 
affected by these issues. Others reported that when they complained about the 
challenges they faced in curricula implementation they were told by the district 
officials that there was nothing that could be done. In fact, they were forced to 
comply because the DoE expected uniform implementation of the curriculum. 
Nevertheless, there were participants who said that they did voice their complaints 
and concerns on curriculum issues to the subject advisors and circuit managers but 
whether the subject advisors and circuit managers passed their concerns on to the 
relevant authorities in higher offices was not known. 
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4.8.5 Participants’ knowledge of parental involvement in the curriculum 
design process. 
 
As far as participants were concerned, parents did not participate in the curriculum 
development process. Three curriculum changes in a short space of time implied 
that there was no consultation being done to obtain people’s views. Moreover, 
participants believed that if more stakeholders had been involved in the curriculum-
design processes it would have been easy to detect flaws before curricula 
implementation. This is evident in this except from participants’ responses: 
 
No. They were not involved. The fact that within a very short space of time we have changed 
the curriculum three times tells you that there is no consultation being done on any of the 
curricular introduction. If people were involved the CD process it would be easy to detect 
flaws before the implementation starts.  
 
Some participants believed that the fact that parents complained about having to do 
the teachers’ work, when learners had to gather information at home, was proof 
enough that they were not made aware of the responsibility they had in the 
implementation of the curriculum. The following excerpts from the interviews with 
participants provide testimony. 
 
It is even worse with parents; no one consults them at all. It is us as the school who call 
them in parents meetings and general meetings and provide a platform for them to ask some 
questions on curriculum issues.…… No, parents were never involved as much as teachers 
were never consulted let alone being informed that parents have a bigger role that they are 
going to play in the CI…… As I have said, in the case of teachers, if parents were involved 
they considered those parents in the regions with better socio-economic status where parents 
are educated and current on educational issues. They might have sampled there. 
 
Participants complained that when they called parents to discuss some curriculum 
issues, parents refused to come because they were of the view that they had 
nothing to contribute and it was the responsibility of the teachers to handle 
curriculum challenges. This aforementioned reason led to the conclusion that no 
decision to give parents a substantial role to play in curriculum implementation was 
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ever taken with their consent. Some participants were of the view, however, that if 
parents were involved in the curriculum design process it had happened in other 
provinces but not in the Eastern Cape; consideration may have been given to 
parents in the regions with better socio-economic status where parents were 
educated and au fait with educational issues. 
 
 
4.8.6 Assistance given to teachers by the DoE 
 
The majority of participants concurred with the view that the DoE organised 
workshops in an effort to merely familiarise teachers with curricula implementation 
and nothing more. Participants complained that although the DoE sometimes 
provided documents which, according to them, were a simplified version of the 
original material given during the workshops, they contained instructions that were 
impossible to implement in the classroom situation, thus, reading these documents 
proved to be a waste of time. Moreover, when subject advisors visited schools they 
brought with them a great deal of paperwork and “tossed teachers up” by 
threatening them with their immediate return to check on whether the teachers had 
made any progress. This was without appropriate help with curriculum 
implementation. One participant had this to say: 
 
Besides the workshops, there is nothing that the DoE has done because even when the 
subject advisors visit our schools they are just coming to toss us up, giving us more paper 
work and threatening us about their return without developing us on curriculum 
implementation.  
 
Another down side to the workshops provided by the DoE, as reported by 
participants, was the shortage of subject specialists in schools for learning areas 
such as technology and creative arts. Consequently, teachers who attended 
workshops in these subjects “always came back with splitting headaches and more 
confused than they were before attending the workshop”. This is evident in this 
except: 
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The only assistance offered to teachers by the DoE was in the form of workshops and nothing 
else. These workshops sometimes become a waste of time because we have subjects that do 
not have teachers who are specialists. Subjects like technology, creative arts and others. 
Teachers who attend workshops on these subjects come back with splitting headaches and 
more confused than they were before attending the workshop. 
 
Secondly, the workshops organised by the DoE were deemed superficial and, at 
best, theoretical in that officials would talk about using equipment as a teaching aid 
but did not bring equipment to the workshop so as to demonstrate to teachers how 
to operate it. On the aspect of the workshops lacking detail, the following three 
excerpts from interviews with participants provide testimony: 
 
Their workshops are superficial and theoretical in that they would talk about using overhead 
projectors which they do not bring to the workshop to show teachers how to operate an 
overhead projector…… One other thing that makes these workshops useless is that they 
never involve learners so that the facilitators can demonstrate how things are done in a 
classroom setting. Sometimes you find that the things that the facilitators theorise about in 
the workshops are impossible to do when you get to the classroom…… It becomes easy to 
tell teachers what they need to do in workshops but when it comes to its practicability in the 
classroom there is no link between theory and practice. 
 
What exacerbated the situation was that the DoE had neither an assessment 
measure to assess whether teachers had acquired the necessary knowledge to 
implement the curriculum nor a follow-up programme to check any progress made 
regarding curriculum implementation. When asked to elaborate on the absence of a 
follow-up programme to monitor curriculum implementation, participants reiterated 
that the DoE used criteria that did not reflect on curriculum implementation. This 
was “paper evidence” in the form of completed tasks that teachers had to show 
when they went for CASS moderations. They said it was very easy for teachers to 
cheat because they could simply call a few learners, help them complete the 
required tasks for that term, then mark the tasks and present them at the 
moderations as proof of work being done while the rest of the learners had not done 
the work. One of the participants stated that since their school was built by the 
community without any assistance from the DoE that was the reason why they did 
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not get anything from the DoE, suggesting that the school was no longer on the DoE 
radar screen.  
 
Some participants however, took the view that things were no longer as bad in that 
in the latest curriculum change the Educational Development Officers (EDOs) were 
visiting the schools and bringing some auxiliary material; some of them had even left 
their contact numbers so that if a teacher experienced a problem they could phone 
the EDO for assistance. Some of this auxiliary material, as mentioned by 
participants, comprised workbooks for English and Mathematics which helped 
learners, especially in the Annual National Assessment (ANA) programme. One 
concerned school principal made this observation:  
 
With these textbooks they have included workbooks in the learning areas of English and 
Mathematics. At least these workbooks, when utilised effectively, they make a huge 
difference, for example, most of the questions the Annual National Assessment (ANA) 
programme asks are taken from these workbooks. Unfortunately, some schools do not make 
effective use of these workbooks and secondly, there are no workbooks in the senior phase 
as a result the learners’ performance drop when they get to the senior phase. 
 
Another form of assistance provided by the DoE, as mentioned by participants, was 
the DENALEDI programme which targeted the top sixty best achieving schools in 
Mathematics and Physical Science in the FET Band. The DENALEDI programme 
provided schools with Science kits, study guides, special TV programmes for Maths 
and Science and, later, Computer Applications. One participant whose school was 
once lucky enough to be in the top sixty best performing schools in Mathematics and 
Physical science had this to say:  
 
One programme that comes to mind is the DENALEDI programme which targeted the top 
sixty South African best achieving schools in Mathematics and Physical science in the FET 
Band. This programme provided schools with Science kits, Study Guides, Special TV 
programmes for Maths and Science and CDs. The other subject that later benefited from such 
programmes by getting equipment was Computer Applications. Otherwise other subjects 
never had any resources.  
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4.8.7 Appraisal of the workshops provided by the DoBE 
 
When asked about their judgment on the ability of the workshops to help teachers 
with the knowledge and understanding needed to implement the curricula, the 
majority of participants judged the workshops as being “useless” especially during 
the insertion of C2005 and RNCS/ NCS grades 10-12. One of the major reasons for 
justifying their assessment (besides criticizing the duration of the workshops) was 
the inability of the workshop facilitators to demonstrate knowledge of curriculum 
aspects. Most participants shared the view that the workshops were a waste of time 
and money in that they were characterised by the facilitators displaying a shallow 
understanding of the curriculum aspects. Teachers would then start talking among 
themselves trying to reach a common understanding on some curriculum issues. 
Some viewed facilitators to be simply “parroting” what they had heard from the 
workshops they attended and from reading pamphlets without showing any 
understanding of the real issues. As a result, when teachers asked questions at their 
presentations, it was very difficult for the facilitators to answer the questions. The 
facilitators were out of their depth and “knew nothing”. During the time of C2005 
and RNCS/ NCS Grades 10-12 one would attend a workshop merely to get the 
documents so as to return to school to try to make sense of the handouts.  
 
Participants realised that the facilitators lacked knowledge because of their inability 
to answer questions posed by teachers. According to the participants some 
facilitators would be open and honest by declaring that they were just doing what 
they were told to do which was to tell teachers what they (the facilitators) were told. 
They were given the written material to read to the teachers and had no answers to 
the questions that teachers asked. Another challenge put forward by the participants 
was that some of the subject advisors and teachers who were workshop facilitators 
were not specialists in the subjects in which they were conducting the workshops. In 
a technology learning area workshop, recalled one participant, it was the teachers 
who ended up helping the facilitator who was misinterpreting some of the terms 
used in the learning area and thereby demonstrating a lack of content knowledge in 
the subject. Participants admitted, however, that the situation had improved during 
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the insertion of NCS Grades R-12. Some participants attributed this change to the 
fact that NCS Grades R-12 had reverted to the same approach they had used during 
teacher training. 
 
 
4.8.8 Availability of Learning and Teaching Support Material 
 
Most participants concurred with the view that during the insertion of C2005 they 
had received no material support. The same state of affairs continued during the 
RNCS but things improved with the introduction of NCS Grades R-12. They admitted 
that although textbooks, which comprised the only learning and teaching material 
they had to date, were made available for the RNCS, however, books arrived very 
late and only after they had been greatly inconvenienced when looking for them and 
asking schools in the urban areas. With the NCS Grades R-12, textbooks now arrive 
a year before. Having said that they complain that the textbooks were the only 
material they used, participants also complained that in some learning areas, such as 
creative arts and technology, they had no access to learning and teaching material. 
They also admitted that some of the equipment mentioned in the textbooks was 
unfamiliar; they did not have an idea of what it looked like, let alone how to operate 
it.  
 
Participants also complained that the DoE had made it difficult to purchase the 
equipment due to excessive paperwork that accompanied purchases. Furthermore, 
classrooms were not designed for the practical part of the creative arts as a learning 
subject. They complained that if learners were preparing for arts and culture 
competitions, the whole school was disturbed because other learners stopped paying 
attention in class and focused their attention on those practising outside. Some 
participants also complained about the lack of follow-up by the curriculum designers 
to see whether the curriculum was implemented as laid down. To this effect they 
mentioned abnormal classroom numbers that were not conducive to effective 
teaching and learning because of the teacher-pupil ratio. Huge class numbers 
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caused a massive shortage of learning and teaching material because the classroom 
numbers exceeded the numbers that had to be catered for. 
 
4.8.9 Collegial and community assistance  
 
Most participants were of the same opinion about the above help: that teachers did 
help one another (although this help goes as far as one understands the issue being 
discussed). One participant said: 
 
Yes, we do but our assistance towards other colleagues depends on how much understanding 
one has about the issue in question. 
 
Some participants agreed that the SMTs offered assistance to teachers while other 
participants denied getting assistance from the SMTs. When asked what they did if 
there was nobody at the site who could give assistance on a particular issue, 
participants acknowledged that others at neighbouring schools, and even in the 
cluster, did offer assistance. This is what participants said on this issue: 
 
When teachers are not able to find a solution to a problem the management also helps by 
seeking assistance from a neighbouring school or any other school in our cluster.  
 
They also confirmed that these collegial interactions also helped in strengthening 
relations among teachers and went a long way in promoting capacity-building in 
individual teachers. There were, however, participants who were of the view that too 
much work that comes with these curricula changes diminishes collegial assistance in 
that every person is focused on doing his/her work as best they can. Moreover, the 
lack of subject specialists makes it difficult for some teachers to enjoy collegial 
assistance. Also, the emphasis on the adherence to curriculum policy documents 
undermines the freedom to give personal advice based on opinion and experience. 
 
On the question of community assistance given to learners in promoting the learner-
centred approach, most participants stated categorically that there was no 
assistance provided by the community. One of the reasons they cited for the lack of 
229 
 
community support was the high levels of illiteracy in members of the community. 
Some participants in this study made the following observations: 
 
The biggest challenge that we have in this area is that about 95% of parents are not 
educated. The 5% that is educated does not live here…… They are not able to assist the 
learners because they are not educated. Parents often say that they are not schooling and 
they must not be asked to do the teacher’s work because teachers get paid to do their job so 
they should do it. 
 
In most communities, explained participants, educated people in the community now 
lived in urban areas near their places of work; their children went to urban schools. 
If a particular community was lucky enough to have an educated person within the 
community, many learners would flock to that home where they could find 
assistance. The unfortunate part of that exercise was that those educated individuals 
tired of assisting large groups of learners from different grades would chase them 
away. This is evident in this excerpt: 
 
The majority of parents in this area are not educated. It is only a small number of them who 
are educated so you will find that the whole class would visit that one parent who would help 
them for a while until he/she gets tired. Most of the time parents complain that they are not 
teachers so they should not be given the task to teach learners. 
 
Thus, for teaching and learning to progress, teachers had to abandon the learner-
centred approach and provide all the information needed to impart knowledge to the 
learners. 
 
4.8.10 Teachers’ general feelings about curricular changes 
 
The question on teachers’ feelings about curricula changes revealed enormous 
dissatisfaction. Participants stressed that teachers were tired of these curricula 
changes, to the extent that they were leaving the teaching profession in huge 
numbers. The major problem was that teachers were dissatisfied with often having 
to implement something new; these changes not only created inconsistency, they 
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also amplified the confusion for both teachers and learners. This message is 
reflected in the following extracts from interviews with participants: 
 
Teachers are not happy. They wish for a curriculum that could stand the test of time. A 
curriculum that could stay for more than fifteen years without changing so that stability can 
be brought back to the education sector……Teachers are crying about these rapid curricula 
changes. One lady teacher’s remark after the NCS: R-12 workshop said that in the near 
future it is clear that we will be called to a workshop for the CS curriculum. Firstly, it was 
C2005 followed by RNCS and now is NCS; the next one will be CS followed by S.  
 
Teachers complained that these changes affected their confidence in their work and 
also contributed to the deterioration in learners’ competitiveness in global tests. 
These tests revealed the conspicuous flaws in the education system and the poor 
quality of education which, at the end of the day, was blamed on teachers. One 
other reason that participants had expressed as contributing to the teacher exodus 
was being left feeling confused by the DoE. To substantiate this claim, participants 
argued that C2005 advocated that learners were not empty vessels into which 
teachers needed to pour information. They had prior knowledge that they possessed 
and should be allowed to learn at their own pace and also even accidentally. When 
the teachers did just that, the DoE complained that learners could not read, write 
and count, forgetting that the teachers were told to let learners learn at their own 
pace.  
 
The other complaint was about the huge volume of paperwork that made it difficult, 
if not impossible, to concentrate on teaching. Most participants viewed the 
paperwork to be unnecessary and a waste of time because most of it was 
duplication of what was already there. They protested that although the NCS Grades 
R-12 had provided textbooks for teachers that stipulated what the teacher needed to 
do as from the first week of the school term, starting from day one to day five, week 
two from day one to day five and so on, the subject advisor would want the teacher 
to copy that information into the teacher’s preparation book because the subject 
advisor did not want to check the teacher’s guide regarding what was supposed to 
be taught the previous day and what the teacher was supposed to teach on the day 
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the subject advisor was visiting. To comply with the demands of the paperwork 
meant teachers had to sacrifice teaching time. Moreover, the same teachers were 
often working committee members and these committees had their own paperwork 
which related only indirectly to teaching. When asked how they struck a balance 
between teaching and paperwork, participants revealed that it was difficult to strike 
a balance because they were also family members with spouses and children and 
they could not sacrifice family time to do school work after hours. 
 
Some participants admitted to seeing improvements brought about by these 
curricula changes but they complained of not knowing who initiated the changes. 
They also admitted, though, that there were benefits of the curricula revisions in 
that the more these curricula were revised, the easier it was to implement what was 
required. Here is what participants said about this issue: 
 
There are those who embrace these curricula changes because they can see the benefits of 
these curricula revisions; for example, the more these curricula are revised the easier to 
implement they become. Others are just not tolerant of these revisions whatsoever. Some 
even go to the extent of resigning from their positions…… Generally, teachers are not happy. 
They have not been happy since the first curriculum change. As much as they can see 
improvement with these curricula changes what annoys them most is that they do not know 
who initiates the changes…… The general feeling of teachers is clear and is shown in the 
number of teacher resignations. Teachers no longer feel like professionals due to their lack of 
involvement in planning and decision making on issues that affect them. Teachers are not 
comfortable with the way they are treated. What frustrates them the most is the fact that 
after struggling for a long time trying to come to grips with CI and when they feel that they 
have actually succeeded the curriculum suddenly changes and they have to start afresh. 
There is also too much paper work that adds a burden on teachers.  
 
4.8.11 Emerging Themes from Qualitative Data Analyses 
 
During qualitative data analyses the following themes emerged:  
Theme A: Teacher training and its impact on curricula implementation;  
Theme B: Resource material and infrastructure necessary for curricula 
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               implementation;  
Theme C: Stakeholder involvement in the CDD processes and  
Theme D: The effects of curricula changes on curricula implementation.  
Theme A emerged after teacher training and methods used in curriculum 
dissemination were scrutinised. When the availability of both human and material 
resources pertinent to curriculum implementation since the insertion of C2005 
through to NCS: Grades R-12 and the provision of infrastructure to facilitate teaching 
and learning were analysed, Theme B emerged. Theme C emerged as the end 
product of the analyses of teacher involvement in the curricula-designing processes, 
parental involvement in the curricula-designing process, DoE assistance provided for 
teachers in curricula implementation, parental assistance provided for learners in 
curricula implementation; and collegial assistance among teachers and school 
management. Analyses of the effects of curricula changes on curriculum 
implementation and the general feelings of teachers about curricula changes 
culminated to the emergence of Theme D.  
 
4.9 Summary of Qualitative Data Analyses 
 
As stated before, the interview questions were designed to afford participants an 
opportunity to elaborate on the responses they made to statements and/or 
questions in the questionnaire. All participants agreed that the DoE organized 
workshops as a means of training teachers for curricula implementation. They also 
stressed that the workshops did not prepare teachers for curricula implementation 
because they were rushed and the workshop facilitators did not demonstrate 
knowledge on curriculum aspects. On the issue of provision of resources, 
participants concurred that since the insertion of C2005 there had been no resources 
provided to implement curricula; however the newly-built schools under the 
eradication of mud schools programme did have the required resources. All 
participants denied any teacher and parental involvement in the designing stages of 
curricula. They also concurred that there was no platform where teachers could 
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voice their concerns about curriculum implementation. Some participants agreed 
that they had the necessary learning and teaching material for their learning areas 
while others said they did not have material needed to teach their learning areas. 
The majority of participants agreed that they enjoyed support from the SMTs and 
other teachers in the school while others complained that due to the huge amount of 
paperwork there was no time for assisting other teachers. On the aspect of curricula 
changes teachers’ feelings varied. Some embraced the curricula changes, stating 
that the more the curricula were revised the easier the curriculum implementation 
became while others expressed their dissatisfaction about curricula changes. 
 
4.10 Differences and/or Similarities between Quantitative and Qualitative 
Data Analyses 
 
Participants’ responses in both quantitative and qualitative data analyses 
corroborated that teacher training in preparation for curricula implementation was 
poor. Moreover, there were no resources to implement curricula especially during 
the insertions of C2005 and RNCS or NCS: Grades 10-12. Participants in both data 
analyses concurred that teachers were never involved in the designing processes of 
curricula. In both quantitative and qualitative data analyses participants’ responses 
confirmed that they enjoyed collegial support during curricula implementation. As for 
DoE support, participants revealed that during the insertions of C2005 and RNCS or 
NCS: Grades 10-12 they did not get any support. 
 
The following table illustrates the grouping of clusters into domains. 
 
Table 4.9 Grouping Clusters into Domains/Themes 
Units Clusters Domains /Themes  
A: Gender  
 
Participants’ biographical 
details 
 
 
 
 
Teacher training and 
B: Spoken Language  
C: Age 
D: Teaching Experience 
E: Position 
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F: Teacher training in 
preparation for CI 
Provisions made during the 
CDD process for smooth 
curriculum implementation 
 
its impact on curricula 
implementation 
 G: Assistance from DoBE 
H: Appraisal of workshops 
as a tool for curriculum 
dissemination 
 
Appraisal of the quality of 
curriculum dissemination 
before curriculum 
implementation 
I: Availability of resources 
for CI 
 
 
 
 
Provisions made by DoE for 
curriculum implementation 
 
Human and material 
resources and 
infrastructure 
necessary for curricula 
implementation 
 
J: Availability of LTSM 
K: Availability of the 
necessary infrastructure 
L: Teachers’ role in 
curriculum design processes 
 
Participation of stakeholders 
in the curriculum design 
process 
 
 
 
 
Stakeholder 
involvement in the 
CDD processes 
M: Parents’ role in 
curriculum design processes 
 
N: Stakeholder assistance 
 
The level of assistance 
provided to and by 
stakeholders in curriculum 
implementation 
O: Teachers’ general 
feelings on curricula 
changes 
 
 
4.11 Integration of Quantitative and Qualitative Data  
 
4.11.1 Introduction  
 
As stated in Chapter three, this study used a mixed-methods design, that is, both 
quantitative and qualitative research methods. According to Driscoll, Yeboah, Salib 
and Rupert (2007) the two designs fall on somewhat different ends of the mixed-
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methods design spectrum in relation to when the data are collected. The first is a 
relatively simple design in which qualitative and quantitative data are collected 
concurrently. The other is a fairly complex sequential design. In the concurrent 
mixed-method data collection strategy some individuals provide both qualitative and 
quantitative data so that the data can be more easily compared. Sequential mixed-
methods data collection strategies involve collecting data in an iterative process 
whereby the data collected in one phase contribute to the data collected in the next. 
Data collected in these designs are essential to provide more data about results from 
the earlier phase of data collection and analysis in order to select participants who 
can best provide that data, or to generalize findings by verifying and augmenting 
study results from members of a defined population. Sequential designs in which 
quantitative data are collected first can use statistical methods to determine which 
findings to augment in the next phase (Driscoll et al, 2007 citing Creswell & Plano 
Clark 2007:121). In this study I used a sequential approach in collecting data, 
starting with quantitative data. The reason for this is that I wanted to get an idea of 
what areas (in the CDD process and curriculum implementation) were perceived by 
teachers to have high degrees of complementarity or lack thereof. These degrees 
would be identified through the participants’ choice of option in the Likert-type scale 
used in the questionnaire. (See appendix A). These degrees were important for 
structuring questions in the qualitative data collection that would solicit in-depth 
understanding of participants’ views on the aspects of interest to the researcher.  
 
According to Tashakkori and Teddlie (2003) and Johnson and Christensen (2004), 
the prospective mixed-methods researcher will find a variety of classificatory metrics 
by which mixed-methods research designs can be described. The designs have been 
differentiated by the level of prioritization of one form of data over the other, by the 
combination of data forms in the research process (such as during the collection or 
analysis phases) and by the timing of data collection, such as whether the 
quantitative and qualitative phases take place concurrently or sequentially, and if so, 
in what order. This study prioritises qualitative data for the reason that it provides an 
in-depth understanding of the participants’ opinions, experiences and meanings on 
viewed complimentarity or lack thereof between the South African CDD and CI in 
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Libode schools. Another reason for prioritising qualitative data is that it is a meaning- 
centred approach as opposed to the variable-centred approach of quantitative data 
(Coxon, 2005).  
 
4.11.2 Data Triangulation 
 
As stated in the third chapter of this study, the combination of methods was 
essential to help the researcher establish the degree of congruence between the 
verbal responses gathered through the use of qualitative design and the statistical 
evidence proffered in the quantitative data collection and analyses. To this end data 
had to be triangulated. Triangulation of data was also used as a means of enhancing 
validity of data. Themes that emerged from participants’ responses during qualitative 
data analyses were triangulated with pre-determined themes that emerged from 
subsidiary research questions of the quantitative section of the study. Quantitative 
themes that directly responded to the subsidiary research questions were merged 
together with the qualitative themes that also responded to the same subsidiary 
research questions. 
 
The following sub-section integrates both data sets so as to compare and explain 
what was found in the quantitative section of the study using the qualitative 
approach under each subsidiary research question.  
 
4.11.2.1 What was the connection between curriculum designing and 
curriculum introduction? 
 
Regarding the aspect of connection between curriculum designing and curriculum 
implementation the researcher wanted to establish whether or not the curriculum 
designing process had made comprehensive provisions for curriculum 
implementation in terms of teacher training and availability of the necessary 
resources needed in curriculum implementation. In the quantitative part, the 
responses that were given by participants under this subsidiary research question 
were grouped together and the overall percentage for them was calculated. Several 
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statements were provided when trying to dig deep to elicit information about the 
connection that existed between curriculum designing and curriculum 
implementation, participants had to choose the best option that best described their 
opinion in the Likert-type scale. A total number of 60 participants responded to these 
statements; 47% of them agreed that curriculum policies made it possible to 
implement curricula. 15% of them were not sure and 38% of participants disagreed. 
On the adequacy of in-service teacher training during the introduction of C2005, only 
5% of the participants agreed that in-service teacher training was sufficient to 
introduce C2005 while 15% of participants were not sure. The majority of 
participants (80%) did not agree that teachers were trained sufficiently to introduce 
C2005. On the adequacy of teacher training during the introduction of RNCS and 
NCS: Grades 10-12, 15% of participants agreed that teacher training was adequate 
while 12% of them were not sure. The majority of participants (73 %) did not agree 
that teacher training was sufficient. On the adequacy of teacher training during the 
introduction of NCS grades R-12, the majority of participants (58 %) said that 
teacher training was not adequate; 25% of participants agreed there was adequate 
teacher training while 17% of them were not sure. When 15 participants, who 
constituted 25% of the sample, were interviewed on the aspect of teacher training in 
preparation for curricula implementation all participants concurred that teachers 
were never properly trained and prepared for implementing the curricula. They 
spoke with one voice when declaring that during the insertion of C2005, RNCS and 
NCS: Grades 10-12 teacher training was very poorly conducted; however, they 
agreed training improved for the introduction of NCS: Grades R-12. 
 
Coming to the aspect of the availability of resources during the insertion of C2005, 
participants in the quantitative part responded as follows: The majority of 
participants (70%) disagreed that material was available; 13 % of them were not 
sure while 17 % of them agreed. During RNCS and NCS: Grades 10-12, 40% of 
participants agreed that teaching and learning material was available; 8 % of them 
were not sure while 52 % of them disagreed. On the availability of teaching and 
learning material needed to introduce NCS Grades R-12, 52% of participant agreed 
about the availability of teaching and learning material; 8 % of participants were not 
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sure and 40 % of them disagreed. When participants were interviewed on the aspect 
of availability of resources needed to implement curricula they concurred that during 
the insertion of C2005 no resources were available. Also, by the time RNCS: Grades 
R-9 and NCS: Grades 10-12 were introduced, nothing had improved in terms of the 
provision of material resources. They stated that even with the NCS: Grades R-12, 
Libode schools still did not have resources to implement the curriculum; however, a 
few schools had benefited from the mud schools eradication programme by getting 
most of the required resources although, according to participants, some equipment 
was available but was still packed in containers because teachers in those schools 
did not know how to use it. 
 
4.11.2.2 What role did teachers play in the South African curriculum 
design and development process? 
 
Regarding this facet I wanted to establish the role that teachers, as agents for 
curriculum implementation, played in the CDD process. In the quantitative part, the 
responses that were given by participants under this subsidiary research question 
were grouped together and the overall percentage for them was calculated. The 
majority of participants (76,7%) concurred with the view that teachers only 
participated in the evaluation phase of the CDD. No participant (0%) referred to 
teacher involvement in the design phase although the design phase was one of the 
options given in the questionnaire. One of the statements under this aspect alluded 
to the opportunity that teachers had to participate in all CDD processes. The 
majority of participants (58,4%) concurred that teachers did not have an opportunity 
to participate in all CDD processes, however, less than 30% of the participants 
believed that teachers had an opportunity to participate in all CDD aspects. During 
interviews all participants in this study concurred with the view that teachers, 
especially from Libode schools did not participate when each of these curricula was 
designed. Participants were of the view that it was not only the teachers from Libode 
schools who did not partake in the CD processes but teachers in the entire Eastern 
Cape did not play any role in the CD processes. When asked if teachers were not 
represented by their union representatives in the CD process, all participants were of 
the view that even teacher union representatives did not take part in the designing 
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of the curricula but were simply called to be informed that the school curriculum was 
changing. 
 
4.11.2.3 What role did other stakeholders, namely, the DoE, School 
Management Teams (SMTs), and parents play in assisting teachers with 
curriculum implementation? 
 
Regarding the aspect of other stakeholders’ involvement in the curriculum 
implementation process, I intended to explore the question of assistance given to 
teachers by the DoE, the SMTs and parents in the curriculum implementation 
process considering the fact that teachers had never participated in the CDD 
processes. In the section that dealt with the DoE assistance, quantitative results 
revealed that the majority of participants (51,7%) confirmed that they received 
assistance from the DoE while a small percentage (6,7%) of participants denied 
receiving any assistance. On the qualitative side most participants, especially in the 
GET Band, concurred in that workshops were the only kind of assistance that they 
received from the DoE; however, participants also complained that during the times 
of C2005 and RNCS implementation, the Educational Development Officers (EDOs) 
were nowhere to be found near the schools. The EDOs avoided visiting the sites at 
all costs. Even at the workshops, EDOs admitted to having no knowledge of 
curriculum aspects therefore could not be of any assistance. Thus, teachers needed 
to find ways of navigating through curriculum implementation. Regarding assistance 
given to teachers by SMTs, quantintative data showed that in most schools, where 
63,3% of participants in the study worked, the SMTs provided support to the 
teachers; however, a moderately-high percentage of participants (35%) did not 
enjoy any support from the SMTs in their respective schools. Furthermore, an 
overwhelming majority of participants (91,7%) confirmed that they received 
assistance from other teachers in their respective schools while a small percentage 
of participants (5%) did not get any assistance from their colleagues in their 
respective schools. Qualitative data analyses revealed that in most schools collegial 
support was commonly practiced and also encouraged by the SMTs. 
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4.11.2.4 What preparation measures did the Department of Education 
undertake to ensure educator readiness for curriculum implementation? 
 
In the section that dealt with preparation measures undertaken by the DoE in 
ensuring teacher readiness for curriculum implementation, quantitative results 
revealed that about 69% of participants concurred with the opinion that teachers 
received training in the form of workshops. Contrary to this, about 23% of 
participants denied any preparation measures undertaken by the DoE to ensure 
teacher readiness for curriculum implementation. Qualitative data analyses revealed 
that the majority of participants concurred with the view that the DoE only organised 
workshops in an effort to familiarise teachers with curricula implementation and 
nothing more. Participants complained that although the DoE sometimes provided 
documents which, according to them, were a simplified version of the original 
material given during the workshops, they contained instructions that were 
impossible to implement in the classroom situation, thus, reading these documents 
proved to be a waste of time. 
 
4.11.2.5 How relevant was the support for educators in the face of 
challenges? 
 
On the subject of the relevance of support for teachers when they faced challenges, 
the quantitative data revealed that about 51% of participants confirmed that the 
assistance they received from the workshops did provide the help they needed to 
implement the curriculum. Nevertheless, there were those participants (35%) who 
disagreed that the workshops provided assistance needed for curriculum 
implementation, with about 13% of them being not sure whether the workshops did 
or did not provide relevant assistance. When asked about their judgment on the 
ability of the workshops being of help to teachers regarding the knowledge and 
understanding needed to implement the curricula during qualitative data collection, 
the majority of participants judged the workshops as being “useless”, especially 
during the insertion of C2005 and RNCS/ NCS Grades 10-12. One of the major 
reasons for justifying their assessment (besides criticizing the duration of the 
workshops) was the inability of the workshop facilitators to demonstrate knowledge 
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of curriculum aspects. Most participants shared the view that the workshops were a 
waste of time and money in that they were characterised by the facilitators 
displaying a shallow understanding of the curriculum aspects.  
 
 
4.12 Conclusion 
 
In this chapter the researcher has dealt with both quantitative and qualitative data 
presentation, analysis and interpretation. It has been mentioned in the foregoing 
chapter that quantitative data were gathered through the use of a questionnaire, 
and in-depth interviews which were used to gather qualitative data. Quantitative 
data was analysed using the SPSS while the qualitative data were coded, clustered 
and themed before and during analyses. The present chapter also presented both 
quantitative and qualitative data and explained all the steps followed in qualitative 
data, from data coding to the development of themes. The researcher also moved 
on to quantitative and qualitative data analyses, explained themes that emerged 
from both quantitative and qualitative data analyses, provided summaries and 
comparisons of data analyses and, lastly, integrate both the quantitative and the 
qualitative data. 
 
 
A full discussion on findings will be provided in the next chapter. 
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CHAPTER 5 
 
DISCUSSION OF THE FINDINGS, CONCLUSION AND RECOMMENDATIONS 
 
5.1 Introduction 
 
This chapter deals with the discussions of the findings of the study, conclusion, the 
summary of the study, implications, recommendations, the limitations of the study, 
and lastly, suggestions for further research. The aim of this study was to explore the 
complementarity of curriculum design and development processes and the actual 
implementation of the curriculum in South African education. The focus area of this 
study was the Libode Mega-District.  
 
5.2 Discussion of the findings 
 
 
This section of the study discusses findings from both quantitative and qualitative 
data analyses.  
 
Connection between curriculum design and curriculum introduction has been dealt 
with in four aspects. These aspects are: teacher training in preparation for curricula 
implementation; availability of human resources; availability of material resources 
and infrastructure.  
 
Finding 1a: Teacher training in preparation for curricula implementation 
was poor 
 
Regarding the aspect of teacher training in preparation for curricula implementation, 
this study indicates that in the Libode Mega-District teachers were never properly 
trained and prepared for implementing the curricula. During the introduction of 
C2005, teacher training was very poorly conducted. This study discovered that the 
time taken to workshop teachers was very inadequate. These workshops were 
conducted for a period of two to three days and disseminated a great deal of 
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information pertaining to curriculum implementation that could never be grasped in 
such a very short time.  
 
One of the huge challenges impeding smooth curriculum dissemination that the 
study found was that C2005 not only came with a new OBE approach, on which the 
practicing teachers at the time were never trained, but also with new terminology 
that was not easy for teachers to understand. Thus, a two to three-day workshop 
was never enough to prepare the teachers for its implementation let alone the 
jargon.  
 
This finding made by the present study corroborates several studies conducted in 
different parts of South Africa. In a study conducted by De Waal (2004) on 
challenges facing teachers in historically-disadvantaged schools in the Western Cape 
regarding C2005, ninety-seven percent of the respondents were unanimous in their 
stance that the training they received from the workshops provided by the Western 
Cape Education Department, which spanned a period of five days, was inadequate. 
In similar vein, a study conducted by Nobanda (2012) in the Eastern Cape revealed 
that workshops provided by the Eastern Cape Education Department were 
inadequate and could not help teachers with their problems. The Review Committee 
Report on C2005 (2000) states that provincial/district workshops with teachers were 
conducted as short, three to five-day sessions. These were first conducted during 
school hours. After restrictions were placed on training during school hours, training 
continued on weekdays after school hours and at weekends. A study by Jansen 
(1999) on implementation of outcomes-based education in Grade 1 revealed that 
teachers felt that their preparation for C2005 was inadequate and incomplete. 
Another study conducted by Khulisa in 2000 found that teacher training was too 
short and there was insufficient hands-on training. Lawrence and Moyo (2009) 
complained about minimal teacher training which spread over thousands of teachers 
in a very short space of time. According to Chisholm et.al (2000), many problems 
and difficulties experienced in the process of training related to models, duration and 
quality of training. A study conducted by Motseke (2005) indicated that the majority 
of the respondents in his study mentioned that their professional training did not 
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prepare them for OBE; also, the Department of Education’s workshops were too 
short (a few hours or days; at most, one week). 
 
This study also established that the duration of the workshops was not the only 
impediment to smooth curriculum implementation. It also found that the quality of 
the workshops was deplorable. Participants revealed that the workshop facilitators 
did not demonstrate any knowledge about curriculum aspects. Moreover, the 
facilitation methods that they used did not match the required approach advocated 
in C2005.  
 
Several studies conducted on the quality of workshops in curriculum dissemination 
revealed that trainers lacked confidence, knowledge and sufficient understanding to 
manage the training process. District officials who conducted training were criticised 
for not understanding the terminology themselves and for using the teaching 
methodologies that were not in line with outcomes-based education (RCR, 2000 
citing Bryanston Primary School, Free State Education Department, Gauteng District 
Training Team, Gauteng Education and Training Council, Heine, and Waja 
submissions). This study also discovered that this deplorable state of the quality of 
workshops extended through to the curriculum dissemination stages in the RNCS: 
Grades R-9 and NCS: Grades 10-12. The study found that on the one hand, the 
duration of the workshops had not improved. The workshops during the curricula 
dissemination process in the RNCS: grades R-9 and NCS: grades 10-12 were held 
over two to three days even though there was evidence that the limited time taken 
for the workshops of teachers did not equip teachers with the needed assistance to 
implement the curriculum. On the other hand, the presentation skills and 
demonstration of knowledge of curriculum aspects, on the part of the facilitators, did 
not improve either, thus, feelings of inadequacy and lack of confidence dominated 
the practice of teaching among most teachers. This study discovered that the 
Department of Education (DoE) used the Cascade Model as a means of 
disseminating information about curricula starting with the insertion of C2005 
through to NCS: Grades R-12. The DoE persisted with this model of curriculum 
dissemination even though there was evidence that the model was not working. To 
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start with, the DoE had no clear criterion on how to select teachers who would be 
trained as workshop facilitators. Secondly, the present study found that the 
curriculum dissemination phase was dominated by the distortion of crucial 
information and lack of detail pertaining to the translation of theory into practice. 
   
This finding upholds the statement by RCR (2000) that submissions made by Khulisa 
(1999), Centre for Education Policy Development (CEPD) (2000), Human Sciences 
Research Council (HSRC) (2000), University of Pretoria and NAPTOSA reveal that the 
Cascade Model has been widely criticised as an inadequate model for delivering 
effective training. Firstly, it failed to prepare either officials or school-based 
educators for the complexity of C2005 implementation. In the first instance the 
‘cascading’ of information resulted in the ‘watering down’ and/or misinterpretation of 
crucial information (RCR, 2000). The same view is upheld by Fiske and Ladd (2004) 
when they say that when the intended message is transmitted to the next level, the 
chances of crucial information being misinterpreted are high. In similar vein, Dichaba 
and Mokhele (2012) report that in their study on the effectiveness of the Cascade 
Model on teacher training, 55% of respondents concurred by saying that the 
Cascade Model resulted in the misinterpretation of crucial information. Moreover, 
24% of respondents claimed that much of the information was simply lost. Secondly, 
with regard to facilitators, most of those who did the training as workshop 
facilitators had been out of the classroom for too long (RCR, 2000 citing Kahn). 
According to Robinson (2002), one other prevailing challenge with the Cascade 
Model is that this model offers training, but little or no follow-up support structures 
for teachers who have to deal with the long-term implementation of the new 
reforms.  
 
According to the HSRC (2000), reviews of the implementation of C2005 indicated 
that the quality of orientation had been weak. Often what was called training was 
actually orientation. As a result, observations were made that, ‘in most cases the 
training played an advocacy rather than a skills development role’ (RCR-C2005 citing 
CEPD submission). Thus, an evaluation of implementation of OBE in Grade 1 
classrooms conducted in the Eastern Cape pointed out that while ‘92% of educators 
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had received training’ in the province, ‘only 36% found it good or excellent.’ There 
was overwhelming evidence of the fact that the level of educators’ understanding of 
C2005, on the one hand, was generally weak and also that there was a wide gap 
between what educators claimed to know and what they actually knew, on the 
other. 
 
The present study, however, discovered that with the curriculum dissemination 
phase in NCS: Grades R-12 there was much improvement in the quality of 
workshops both in the understanding of concepts and knowledge demonstration by 
facilitators. The reason for this, as advocated by most participants, was that NCS: 
Grades R-12 had reverted to the teaching methods that teachers had been trained in 
at the teacher training colleges.  
 
Finding 1b: Availability of human resources was lacking 
 
On the aspect of the availability of human resources pertinent to curriculum 
implementation, this study found that in some learning areas there were no 
specialist personnel since the insertion of C2005. This lack of specialists, in some 
learning areas, goes up to the level of subject advisors. This unsatisfactory situation 
suggests that in some learning areas, curriculum implementation is carried out 
through trial and error. One other learning area that was mentioned by participants 
as experiencing a huge problem because of not having specialist teachers was 
Creative Arts. This learning area was known as Arts and Culture during the periods 
of C2005 and RNCS: Grades R-9. The learning area was later revised in NCS: Grades 
R-12 and given the name of Creative Arts. This finding strengthens discoveries made 
by Ndamase (2004), Smit (2007), and Nobanda (2012). Ndamase (2004: 147), 
argues that,  
 
Arts and Culture focuses on four areas which are music, dance, visual arts and drama.  In 
schools there are no educators who have specialized in all of these areas.  Mainly educators 
who teach Arts and Culture are those that have majored in music at tertiary institutions.  It is 
this music that helps the educators in understanding the cultures of other societies.   
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Ndamase also states that the educators who are teaching Arts and Culture at schools 
today do not have sufficient information on what this learning area entails.  
Institutions that train educators have not yet incorporated the learning area into 
their curriculum. Thus, educators are struggling to understand the terminology used 
in the learning area, like scripts, journals, sketchbooks, displays and artifacts. In 
concurrence with Ndamase, an investigation conducted by Smit (2007) in the 
Western Cape, South Africa, among educators with whom she was working, showed 
that they (educators) had hardly any background in the arts. The investigation also 
indicated that the reason for this was that most of the Arts and Culture educators, 
except for one person, were from historically-disadvantaged communities in the 
Western Cape, South Africa, where, during the apartheid era, black and so-called 
“coloured” people did not have the same privileges in their education as the white 
population. Smit maintains:  
 
In South Africa the majority of educators who have to teach the Arts and Culture learning 
area are not trained in all four of the components, namely, Music, Drama, Dance, and Visual 
arts. Some are trained in only one or two of these components and many are not trained in 
any of them at all. This creates an overwhelming feeling of inadequacy, which also has a 
negative impact on the learners and on the future of the learning area.  
 
A study conducted by Nobanda (2012) on challenges faced by educators in the 
implementation of arts and culture indicated that in the Libode Mega-District 
educators responsible for tuition in the arts and culture learning area did not have 
professional training in arts and culture. A small number of educators had been 
trained in one or two components of arts and culture. Those educators who had had 
training in some of the components were mostly trained in the music component at 
the University of Transkei and others from the former colleges of education. One of 
the educators had formal training in music and visual art and another one had 
formal training in music and drama. The majority of educators responsible for arts 
and culture in the Libode Mega-District had absolutely no professional training in arts 
and culture. 
 
 
248 
 
Finding 1c: Availability of material resources was insufficient 
 
As far as the availability of material resources are concerned the present study found 
that during the insertion of C2005 no resources were available. Most schools in the 
Libode Mega-District had no libraries, laboratories, microscopes, overhead projectors 
and other pertinent resources needed for effective curriculum implementation. What 
exacerbated the situation, as the study found, was that many more resources were 
required in the curriculum for the completion of some activities as per curriculum 
requirements.  
 
In his study, Motseke (2005) talks about inadequate funding, overcrowding, an 
inferior education system, poor teacher training and a lack of material and facilities 
as aspects that characterised education for blacks over the years. Another discovery 
made by this Libode study was that the only resource material that all participants 
agreed that they had during the C2005 period were the textbooks. The majority of 
participants concurred with the view that even though textbooks were available, 
they came too late. In some schools the textbooks came towards the end of the 
year; as a result, teachers initially had to go around borrowing textbooks from 
schools which were fortunate to get the textbooks sooner. This study also found that 
some teachers had to find facilities to make copies of the textbooks, especially those 
who did not have either photocopying machines or electricity in their institutions. 
Another revelation of this study was that the textbooks during C2005 were not user 
friendly. Participants complained about the lack of adequate content in the 
textbooks. Some of them complained that the textbooks were full of activities to be 
done by learners but lacked the content knowledge that learners needed to possess 
before completing the activities. Others complained that the little content found in 
the textbooks was difficult to understand even by the teacher.  
 
This finding also implies that C2005 was imposed on teachers who had limited 
abilities and very little capability of handling the curriculum. Jansen (1999), focusing 
on the South African situation, stated that OBE was destined to fail in the South 
African education system because it was based on flawed assumptions about what 
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happened inside schools, how classrooms were organised and what kinds of 
teachers existed within the system. Claims made by the National Curriculum 
Development Committee (1996:7) that 'transformational OBE ... is a collaborative, 
flexible, transdisciplinary, outcomes-based, open-system, empowerment-oriented 
approach to learning' suggests that highly-qualified teachers exist to make sense of 
such a challenge (let alone the terminology) to existing practice. Jansen also pointed 
out that the policy required not merely the application of a skill, but an 
understanding of its theoretical underpinnings and demonstration of a capacity to 
transfer such application and understanding across different contexts. Jansen (1998) 
complained that the language of innovation associated with OBE was too complex, 
confusing and at times contradictory. He maintained that the teacher needed to 
keep track of changes in meaning on different concepts. To corroborate the claim of 
participants that the textbook content and activities were difficult even for the 
teachers Jansen had this to say: 
 
Anyone who seriously believes that most teachers have the understanding of OBE’s 
theoretical underpinnings, application of skills, and demonstration of a capacity to transfer 
such application and understanding across different contexts has not spent enough time 
inside the average South African classroom.  
 
In concurrence with Jansen, Jacobs and Chalufu (2000) state that some studies 
discovered that the majority of teachers could not speak, read and write English well 
enough to put OBE into practice (Jacobs and Chalufu, citing Vinjevold 1999). 
Moreover, according to Jacob and Chalufu, since OBE requires that both teachers 
and learners should be able to read extensively in English, certain language 
specialists maintained that OBE could not be implemented successfully. 
 
This study also found that by the time RNCS: Grades R-9 and NCS: Grades 10-12 
were introduced, nothing had improved in terms of the provision of material 
resources. Schools in the Libode Mega-District still had no libraries, no laboratories, 
no computers and other resources pertinent to curriculum implementation. The 
present study also discovered that even with the introduction of RNCS and NCS: 
grades 10-12, textbooks did not arrive on time.  
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A disturbing discovery this study made was that even with the NCS: grades R-12, 
Libode schools still did not have resources to implement the curriculum. What was 
more disturbing was the realization that the situation had deteriorated to the stage 
where Grade one learners could be sent to collect beer caps from taverns and use 
them as counters. The present situation regarding the availability of material 
resources needed to implement curricula in the Libode schools is just unacceptable. 
Libode schools had to cope without material resources during the insertion of C2005 
and eighteen years later the situation has not improved. Naong (2012) alluded to 
non-delivery of resources as one of the major hiccups to a successful OBE 
implementation. She conceded that while teachers may be willing to implement OBE, 
there was doubt as to whether they would regularly receive the necessary 
documents, books and other resources to put the system into practice. 
 
Very few schools which benefited from the mud schools eradication programme had 
most of the required resources although, according to participants, some equipment 
is there but still packed in their containers because teachers in those schools do not 
know how to use it.  
 
Finding 1d: The provision of infrastructure to facilitate teaching and 
learning was inadequate 
 
Most schools in the Libode district were built during the apartheid regime. During 
that time the infrastructure was designed to handle an inferior education system 
which did not include certain learning areas in educating the black child. The present 
study found that no infrastructure improvement had been made to cater for those 
learning areas that would be included in the new curriculum, thus, some learning 
areas are still difficult to implement holistically. To be specific, in the arts and culture 
learning area, which was revised and called creative arts, only the theoretical part of 
the learning area can be implemented. There is no infrastructure designed for the 
teaching and learning of the practical part of the learning area. The reality of the 
situation, found by this study, is that the provision of the infrastructure does not 
affect only certain learning areas but every learning area. Maduna (2007) has 
251 
 
observed that due to a shortage of classrooms, teachers in rural schools combine 
grades and even teach in the open veld or under trees. The lack of subject 
specialists coupled with no material resources and lack of infrastructure has posed a 
great challenge in the implementation of curricula since the insertion of C2005 
through to NCS: grades R-12.  
 
Finding 2a: Teacher involvement in the curricula designing processes was 
lacking 
 
On the facet of teacher participation in the curricular designing processes, this study 
found no evidence of such participation. All participants in this study concurred that 
teachers, especially from the Libode schools did not participate when each of these 
curricula was designed. Participants were of the view that it was not only the 
teachers from Libode schools who did not partake in the CD processes but teachers 
in the entire Eastern Cape did not play any role in the CD processes. These claims of 
the lack of teachers’ involvement in curricular design processes are strengthened by 
Carl’s study. Carl (2005) asserts that C2005 was developed on a national level in 
1998 and teachers only became involved when they received training in the 
application of the new curriculum at a school and classroom level. He goes on to 
state that the same holds for the Revised Curriculum Statement Grades R-9 
(Department of Education, 2000). Carl continues by saying the same pattern was to 
be followed with the phasing in of the National Curriculum Statement Grades 10-12 
(Department of Education, 2003) from 2006, that is, the curriculum will have been 
developed on a national and provincial level before teachers could actually become 
involved during the implementation phase. Contrary to having the curriculum 
designed elsewhere then given to teachers to implement, Taba (1962) 
recommended that teachers should play a significant role in designing the 
curriculum.  
 
Gordon (1997), Mishra (2012), and Wamaungo (2012) state that Taba (1962) 
believed the curriculum should be designed by the teachers rather than handed 
down by higher authority. Furthermore, Taba felt that teachers should begin the 
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process by creating specific teaching-learning units for their students in their schools 
rather than by engaging initially in creating a general curriculum design. Gordon 
explains that Taba advocated an inductive approach to curriculum development. In 
the inductive approach, curriculum workers start with the specifics and build up to a 
general design as opposed to the traditional deductive approach of starting with the 
general design and working down to the specifics. This study ascertained that 
teachers did not participate in the South African CDD processes. The present study 
also found that even teacher union representatives did not take part in the designing 
of the curricula but were called to be informed that the school curriculum was 
changing.  
 
Finding 2b: There was no parental involvement in the curricula designing 
process 
 
Participants’ knowledge on parental involvement in the CDD processes revealed that 
there had never been any parental involvement in the CDD processes since the 
insertion of C2005 through to NCS: Grades R-12. Some participants in this study 
believed that if there was any parental involvement in the CDD processes only those 
of better socio-economic status living in the urban areas were involved. The 
following excerpt from the interviews with participants provide testimony. 
 
It is even worse with parents; no one consults them at all. It is us as the school who call 
them in parents meetings and general meetings and provide a platform for them to ask some 
questions on curriculum issues. It is then that they get to know what is going on with 
curriculum issues, otherwise they have never participated in the CDD process. 
 
These findings point out that according to the teachers’ knowledge, parents, 
especially in the Libode surroundings, had never participated in any CDD process, 
thus they do not want to take part in any curriculum issues. These findings also 
indicated that stakeholders, such as teachers and parents, did not play any role in 
the South African CDD processes. As practitioners charged with the implementation 
of the curricula, teachers were never asked for input in the designing of these 
curricula. As if that was not detrimental enough to curricula implementation, their 
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voice was never listened to, thus, every attempt to smooth the road to curricula 
implementation resulted in confusion, stress and frustration. 
 
Finding 3a: Assistance given to teachers by the DoE in curricula 
implementation was insufficient  
 
On the issue of the departmental assistance given to teachers in curricula 
implementation, this study found that the kind of assistance was mostly in the form 
of workshops. Most participants, especially in the GET Band, concurred with the view 
that workshops were the only kind of assistance that they received from the DoE. 
They also complained that during the implementation of C2005 and RNCS, the 
Educational Development Officers (EDOs) were nowhere to be found near the 
schools. The EDOs avoided visiting the sites at all costs. Even at the workshops, 
EDOs admitted to having no knowledge of curriculum aspects therefore could not be 
of any assistance, thus, teachers needed to find ways of navigating through 
curriculum implementation.  
 
The present study also discovered that there were mismatches between an EDO’s 
(or subject advisor’s) area of specialization and the learning area for which s/he was 
responsible. This study, however, found that with the implementation of NCS: 
Grades R-12 there was a noticeable improvement even on the part of EDOs and 
subject advisors. Participants said that the EDOs and subject advisors were now 
visible in schools; moreover, they were able to give assistance to teachers.  
 
This study also noted that some learning areas, like Maths and English, did have 
valuable auxiliary material in the form of workbooks. These workbooks serve as 
secondary resource material in addition to the prescribed textbooks, however, 
besides the fact that these workbooks are for Maths and English only, they have 
been made available for both the Foundation and Intermediate Phases. There is no 
secondary material for the Senior Phase. What might seem as a drop in the ocean, 
according to participants, was a programme on Mathematics and Physical science in 
the FET Band known as the DENALEDI programme. This study, however found that 
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this programme only targeted sixty best-performing schools in the whole of South 
Africa. This programme offers advanced training to teachers and also supplementary 
resource material (but mostly in Mathematics and Physical science).  
 
Finding 3b: Assistance given to teachers by SMTs in curricula 
implementation was insufficient  
 
Considering the role played by SMTs in assisting teachers in curricula 
implementation, some participants agreed that the SMTs offered assistance to 
teachers while other participants denied getting assistance from the SMTs. Some 
participants acknowledged the efforts made by the SMTs in organizing experts within 
their circuits to assist teachers who are facing problems when they (SMTs) are not 
able to assist. Some participants concurred with the view that SMTs sometimes go to 
the extent of calling subject advisors to come to schools and offer assistance to the 
teachers. 
 
Some participants, however, did not assent to having any assistance from their 
SMTs. They viewed raising curriculum concerns to the SMTs as a waste of time. As 
far as these participants are concerned, the SMTs are affected by curriculum issues 
like every other teacher, thus they are not in any position to offer assistance. In 
corroboration with the views of the later participants, findings of a study conducted 
by Nobanda (2012) alluded to an insignificant role played by school managers in 
terms of assisting teachers in the curriculum implementation. The insignificance of 
the management role was attributed to the fact that managers themselves lacked 
apposite understanding of most aspects of the curriculum.  
 
On collegial support, the present study discovered that in most schools collegial 
support was commonly practiced and also encouraged by the school management. 
This study also found that in some schools the overwhelming amount of work and 
struggles with comprehending curriculum documents limited collegial assistance.  
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Finding 3c: Parental assistance provided for learners in curricula 
implementation was lacking 
 
On the facet of parental assistance provided for learners in curriculum 
implementation, this study discovered that illiteracy among community members 
hindered opportunities for this kind of assistance. Valenciano Jr., (2013) Murphy, 
(2013) and Lundang (2013) believe that parents are the best supporters of the 
school in that they are the ones paying for the child’s education. They found that 
effective parental involvement in school affairs may be linked to parents’ level of 
education which, if good, is central to high-quality educational experiences of their 
children. An educated parent can assist by providing material support, encouraging 
school-related activities and generally encouraging a culture of learning. This study 
found that most parents in the Libode area were not educated therefore effective 
involvement in school affairs was minimal and parents were unable to assist their 
children with school work.  
 
In some cases, ignorance about parental involvement in their children’s education 
meant some parents refused even to try because they believed educating a child 
was the responsibility of the teachers (Nobanda 2012). Nyama (2011) found that 
high levels of illiteracy among parents meant they were unable to assist their 
children with their school work. Mncube (2009), in the same vein, stresses that 
parental participation depends entirely on their educational level which plays a major 
role in their contributions, together with their personal abilities, otherwise, they are 
passive participants. Unfortunately, new educational changes and challenges make 
them even more passive. Nyama (2011) also expresses the view that these high 
levels of illiteracy contribute to parents’ feelings of inferiority, incompetence, 
ignorance and voicelessness. Thus, in most cases they do not take part in decision-
making processes because they feel they have nothing valuable to offer. 
Nevertheless, the study found that there were a few educated parents who resided 
in the Libode area. Learners would flock to their doors for assistance and eventually 
they had to put a stop to this as they were inundated with requests for help. The 
exclusion of parents in the decision-making body regarding the curriculum to be 
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taught to their children resulted in the lack of will to assist with curricula 
implementation. Lack of engagement between the DoE and parents on curricula 
issues left parents in the dark as to what role they should play during curricula 
implementation. There was also evidence, however, that in some learning areas, 
such as in Creative arts, community members were keen to assist the learners.  
 
Finding 4: Preparation measures undertaken by the DBE to ensure 
educator readiness for curriculum implementation were insufficient 
In the section that dealt with preparation measures undertaken by the DoE in 
ensuring teacher readiness for curriculum implementation, this study found that the 
preparation measures were not sufficient. The majority of participants in this Libode 
study concurred with the view that the DoE only organized workshops in an effort to 
familiarize teachers with curricula implementation and nothing else. A down side to 
the workshops provided by the DoE, as reported by participants, was the shortage of 
subject specialists in schools for learning areas such as technology and creative arts. 
Consequently, teachers who attended workshops in these subjects “always came 
back with splitting headaches and more confused than they were before attending 
the workshop”. What exacerbated teacher readiness for curriculum implementation 
more was the failure of the DoE to provide resources pertinent to implementing 
curricula.  
 
Most participants concurred with the view that during the insertion of C2005 they 
had received no material support. The same state of affairs continued during the 
RNCS and NCS: Grades 10-12. They admitted that although textbooks, which 
comprised the only learning and teaching material they had to date, were made 
available for the RNCS, however, books arrived very late and only after they had 
been greatly inconvenienced when looking for them and asking schools in the urban 
areas. Participants also complained that in some learning areas, such as creative arts 
and technology, they had no access to learning and teaching material. They 
admitted that some of the equipment mentioned in the textbooks was unfamiliar; 
they did not have an idea of what it looked like, let alone how to operate it. Some 
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participants also complained that the DoE had made it difficult to purchase the 
equipment due to excessive paperwork that accompanied purchases. Furthermore, 
classrooms were not designed for the practical part of the creative arts as a learning 
subject. With the NCS Grades R-12, however, participants concurred with the view 
that textbooks arrive a year before. This meant that teachers are able to prepare 
render tuition on time. 
 
Finding 5: The relevance of support for teachers in the face of challenges 
was lacking    
 
On the facet of the relevance of support for teachers when they faced challenges, 
this study discovered that the support was not relevant. As far as the participants’ 
judgment on the ability of the workshops being of help to teachers regarding the 
knowledge and understanding needed to implement the curricula is concerned, the 
majority of participants judged the workshops as being “useless”, especially during 
the insertion of C2005 and RNCS/ NCS Grades 10-12. One of the major reasons for 
justifying their assessment was the inability of the workshop facilitators to 
demonstrate knowledge of curriculum aspects. Most participants shared the view 
that the workshops were a waste of time and money in that they were characterised 
by the facilitators displaying a shallow understanding of the curriculum aspects. 
Participants complained that although the DoE sometimes provided documents 
which, according to them, were a simplified version of the original material given 
during the workshops, they contained instructions that were impossible to 
implement in the classroom situation, thus, reading these documents proved to be a 
waste of time. Most participants concurred with the view that the workshops 
organised by the DoE were deemed superficial and, at best, theoretical in that 
officials would talk about using equipment as a teaching aid but did not bring 
equipment to the workshop so as to demonstrate to teachers how to operate it. 
What made things worse, according to participants, was that the DoE had neither an 
assessment measure to assess whether teachers had acquired the necessary 
knowledge to implement the curriculum nor a follow-up programme to check any 
progress made regarding curriculum implementation. 
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Some participants however, as this study found, took the view that things were no 
longer as bad in that in the latest curriculum change the Educational Development 
Officers (EDOs) were visiting the schools and bringing some auxiliary material; some 
of them had even left their contact numbers so that if a teacher experienced a 
problem they could phone the EDO for assistance. Some of this auxiliary material, as 
mentioned by participants, comprised workbooks for English and Mathematics which 
helped learners, especially in the Annual National Assessment (ANA) programme. 
 
Finding 6: Effects of curricula changes on curriculum implementation are 
negative 
On the aspect of effects of curricula changes on curricula implementation, this study 
found that teachers were overwhelmed by these curricula changes. The mutual 
feeling among teachers was that the South African education scene was 
characterized by a lack of stability. This lack of stability has, overall, had a negative 
effect on teachers because of frequently having to try something new. Teachers 
complained that when they started to see direction in the implementation of a 
certain curriculum it suddenly changed. Teachers no longer had confidence in their 
abilities as practitioners because the confusion that comes with curricula changes 
rubs off on to the learners. Some experienced teachers expressed concern about 
inadequacy, a lack of control of outcomes in the classroom and, according to 
McCormick and Barnett (2006), a lack of mastery. These complaints are embedded 
in this extract from the interviews:  
 
Teachers are not happy. They wish for a curriculum that could stand the test time. A 
curriculum that could stay for more than fifteen years without changing so that stability can 
be brought back to the education sector. Teachers also want the DoE to reduce the paper 
work. Besides lesson plans and preparation books that teachers need to have, they are also 
members of school working committees. These committees have their own paperwork which 
adds another burden to the same teachers. 
 
The present study, as indicated above, also found that teachers were frustrated by 
the huge amount of paperwork that accompanied these curricula changes. According 
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to participants, paperwork reduced contact time with their learners and they could 
not strike a balance between teaching and administration. Efficient teaching meant 
paperwork suffered and good paperwork meant teaching and learning suffered. In 
short, participants referred to the paperwork as a waste of valuable teaching time 
but was being prioritised by the departmental officials.  
 
Finding 7: The general feelings of teachers about curricula changes vary  
 
On the general feelings of teachers about curricula changes the present study found 
that there were mixed feelings among teachers depending on their career stages. In 
similar vein, Bantwini argues that change is a subjective process in which individuals 
construct personal meanings from the changes they experience (Bantwini, 2010 
citing Fullan, 1982). For a very small group of teachers who were at the entry stage 
of their teaching career during the insertion of C2005, curricula changes may have 
heralded improvements. To those who were at the end of their careers these 
curricula changes meant that it was “time to go home and rest”. These findings 
illustrate the view that, at most, teachers were not coping well with these curricula 
changes. While trying to comprehend the new curricula aspects brought in by a new 
curriculum revision, their efforts were being thwarted by the huge amount of 
paperwork introduced by the curriculum review. By the time they had come to terms 
with curriculum requirements and were mastering the paperwork the curriculum 
suddenly changed. To most of the teachers, especially those who were about to 
retire, these curricula changes brought about feelings of desperation and 
vulnerability. These feelings led to a decision to quit their profession due to their 
inability to cope with the rapid changes. Another group of teachers decided to 
change professions due to these curricula changes. They were not yet nearing 
retirement age so decided to jump ship and join other professions.  
 
A clear message in this study from teachers was that teachers wanted these 
changes to stop.  
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5.3. Conclusion of the research in relation to the main research question 
 
This study aimed at exploring complementarity of curriculum design and 
development processes and curriculum implementation in South African education. 
The main area of focus where complementarity was investigated were the Libode 
schools in the Eastern Cape province of South Africa. To this end, aspects of teacher 
training in preparation for curricula implementation, availability of both human and 
material resources and infrastructure, teacher and parental involvement in the CDD 
processes and the level of assistance given to teachers by various stakeholders were 
explored. The findings of this study, which revealed, among other things, the poor 
quality in teacher training, lack of resources and infrastructure, lack of teacher and 
parental participation in the CDD processes, and a lack of stakeholder assistance for 
teachers provide proof of lack of complementarity between curriculum design and 
development process and curriculum implementation. This study has therefore 
concluded that in the Libode Mega-District there was no complementarity between 
curriculum design and development processes and curriculum implementation.  
 
This study has also arrived at several conclusions concerning other aspects of 
interest embedded in this study. On the aspect of curriculum development processes 
followed in the South African CDD process, this study has concluded that the 
necessary steps, including policy formulation, conceptualisation and rationale, the 
development process and stakeholder involvement were followed; however, teachers 
were not involved in the process. One other conclusion that the present study 
arrived at, concerning the Hybrid Model used in designing C2005, is that tensions 
between the three different approaches of the model resulted in tensions between 
different aspects of the C2005 policy. Moreover, this Libode study has concluded 
that the Cascade Model used for curriculum dissemination needed strengthening as 
it did not accomplish effective dissemination of ideas on curricula aspects. Due to 
the failure of the Cascade Model the quality of the workshops was deplorable. This 
study also concluded that the South African CDD and CI lacked alignment 
considering the absence of teacher and parental involvement in the CDD processes, 
on the one hand, coupled with the lack of provision in both human and material 
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resources, on the other. Consequently, the lack of involvement of teachers and 
parents in the CDD process and lack of human, material resources and apposite 
infrastructure contributed to ineffectual curriculum implementation in the rural 
schools of Libode during C2005, RNCS and NCS: Grades 10-12.   
 
5.4. Implications of the findings and the conclusions 
 
The findings of this study have many implications for the provisions that curriculum 
design processes need to make for curriculum implementation. Careful consideration 
needs to be taken with regard to adequate teacher training on one hand and 
provision of material resources and infrastructure on the other.  
 
The lack of a feasibility study on prospects of a smooth curriculum implementation in 
all educational districts, especially the rural districts, implies an ongoing impediment 
to consistent curriculum implementation. Moreover, the lack of teacher involvement 
in the curriculum-designing processes means that teachers will forever experience 
enormous unease with curriculum implementation. The shortage of subject 
specialists coupled with appointments of unqualified subject advisors in certain 
learning areas also implies incompetence in the affected learning areas. Learners 
who are products of such injudicious implementation will be deprived of becoming 
specialists in those areas.  
 
Regrettably, the lack of learning and teaching support material (LTSM), since the 
insertion of C2005 to date, also reflects a gross neglect of Libode schools in 
particular, and most rural education districts in general. The shortage of LTSM also 
implies that schools need to budget timeously for purchasing of all pertinent 
teaching and learning material. Focusing on the learning area of creative arts, the 
DoE should ensure the availability of classrooms adapted to teaching and learning in 
the learning area. This implies larger classrooms for dancing and acting, sound 
proofed to contain noise during music, drama and dance practicals. Practice rooms 
where learners will be able to practice what they have learnt in class in their spare 
time and at their own pace should also be made available. The prevailing conditions 
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suggest a serious threat to smooth and uniform curriculum implementation and also 
undermine the government’s efforts to redress imbalances brought about by the 
apartheid regime.  
 
5.5. Summary of the study 
 
In this study, all efforts have been geared towards exploring the complementarity of 
curriculum design and development processes and curriculum implementation. 
Firstly, the researcher provided the background on curriculum design and 
development, citing examples from other countries. The researcher also explored the 
reasons for curriculum reform together with several theories for curriculum 
development. Among these were the Tyler Model, the Oliva Model and the Sailor and 
Alexandra Model. The researcher discussed issues for consideration in the policy 
formulation in CDD, processes in CDD, stakeholder influence in CDD, and the 
implementation process, together with curriculum dissemination within curriculum 
development. The researcher then discussed the South African CDD after 1994 
which resulted in the insertion of C2005. C2005 experienced enormous challenges 
which were discovered during its revision when commissioned by Kader Asmal.  
 
The revision of C2005 gave birth to the Revised National Curriculum Statement 
(RNCS) in the General Education and Training (GET) Band and the National 
Curriculum Statement (NCS): Grades 10-12 in the Further Education and Training 
(FET) Band. Both the RNCS and the NCS: Grades 10-12 curricula faced challenges 
similar to those of C2005. Moreover, there was the challenge of huge paperwork. 
The revision of these two curricula statements resulted in NCS: grades R-12 which is 
the current curriculum statement used in South African education today. It is these 
challenges and revisions of C2005 that prompted the investigation into the 
complementarity of CDD processes and curriculum implementation in South African 
education. Secondly, the researcher provided both the conceptual framework and 
the theoretical framework of the study. The conceptual framework was necessary to 
give guidance to the study with respect to my views and experiences relating to key 
operational concepts. The theoretical framework was important to ground and 
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contextualise the study within a more theoretical scope. The Taba Model of 
curriculum development was chosen as the appropriate theory for this study because 
it emphasizes teacher participation in the designing processes in the CDD. The 
absence of teacher participation in the South African CDD process was highlighted in 
the RCR (2000), and by Ramparsad (2001) and Carl (2005). The researcher argues 
that involving teachers, as curriculum implementation agents, in the curriculum 
design processes, as advocated in the Taba Model, has the potential to eradicate 
challenges during curriculum implementation. In this study the researcher intended 
to highlight the gap between the South African CDD process and the actual 
curriculum implementation in the rural schools of Libode Mega-District. It was hoped 
that the necessary strategies of combating the existing problems would therefore be 
developed. 
 
In specific terms, this study aimed to address the following research questions: 
 
1. What was the connection between curriculum preparation and 
curriculum introduction in terms of teacher training and availability of 
resources? 
2. What role did teachers and parents play in the South African 
curriculum design and development process? 
3. What role did other stakeholders, namely, the DoE, School 
Management Team (SMTs), and parents play in assisting teachers with 
curriculum implementation? 
4. What preparation measures did the Department of Basic Education 
undertake to ensure educator readiness for curriculum 
implementation? 
5. How relevant was the support regarding the challenges that educators 
face? 
 
These questions were derived from the main research question stated below: 
What complementarity existed between the process of curriculum design and 
development and curriculum implementation in South Africa? 
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Relevant literature and findings on studies related to this study were reviewed to 
establish the current status of knowledge pertaining to the complementarity under 
investigation. A survey research design was used together with random sampling to 
select thirty schools from a population of four hundred and twenty-two schools. 
From the thirty randomly-selected schools, sixty teachers were taken as the 
participants for quantitative data collection; fifteen teachers from the sixty 
participants also participated in the qualitative data collection. Questionnaires and in-
depth interviews were used as instruments to collect data from participants. 
Questionnaires were administered to participants and after the researcher had 
completed the questionnaire collection he also conducted face-to-face interviews 
with participants. After data were collected they were analysed and findings were 
presented. 
 
Most of the findings this study revealed were similar to those reviewed in the 
literature but with new discoveries that contribute new information to existing 
knowledge. The findings of this study are as follows:  
 
 Regarding the aspect of teacher training in preparation for curricular 
implementation, this study indicates that since the insertion of C2005 teacher 
training had been very poorly conducted. Workshops had been conducted for 
a period of two to three days with a great deal of information pertaining to 
curriculum implementation that could never be grasped in such a very short 
time, thus, in the Libode District, teachers had never properly trained and 
were ill-prepared for implementing curricula. 
 
 This study discovered that the Department of Education (DoE) used the 
Cascade Model as a means of disseminating information about the curricula 
since the insertion of C2005 through to NCS: Grades R-12. The DoE then 
persisted with this model of curriculum dissemination even though there was 
evidence that the model was not working. To start with, the DoE had no clear 
criteria on how to select teachers who would be trained as workshop 
facilitators. Secondly, the present study found that the curriculum 
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dissemination phase was dominated by distortion of crucial information and 
lack of detail pertaining to the translation of theory into practice.  
 
 On the aspect of the availability of human resources pertinent to curriculum 
implementation, this study found that in some learning areas there had not 
been specialist personnel appointed since the insertion of C2005. This lack of 
specialists, in some learning areas, went up to the level of subject advisors. 
This questionable situation suggests that in some learning areas, curriculum 
implementation was being carried out through trial and error. 
 
 As far as the availability of material resources were concerned the present 
study found that since the insertion of C2005 no resources were available. 
Most schools in the Libode District had no libraries, laboratories, microscopes, 
overhead projectors or other pertinent resources needed for effective 
curriculum implementation. Textbooks during C2005 were not user friendly. 
Participants complained about the lack of content in the textbooks. Some of 
them complained that the textbooks were littered with activities to be carried 
out by learners who lacked the content knowledge that learners needed to 
possess before completing the activities. 
 
 The present study also found a lack of infrastructure required for 
implementing new learning areas that had to be included in the new 
curriculum, thus, some learning areas were difficult to implement in their 
entirety. To be specific, in the arts and culture learning area, which was 
revised and called Creative arts, only the theoretical part of the learning area 
could be implemented. There was no infrastructure designed for the teaching 
and learning of the practical part of the learning area. 
 
 On the facet of teacher participation in the curricula-designing processes, this 
study found no evidence of such participation. All participants in this study 
concurred with the view that teachers, especially from the Libode schools, did 
not participate when each of these curricula was designed. 
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 Participants’ knowledge on parental involvement in the CDD processes 
revealed that there had never been any meaningful parental involvement in 
the CDD processes since the insertion of C2005 through to NCS: Grades R-12. 
Some participants believed that if there was any parental involvement in the 
CDD processes only those of better socio-economic status living in the urban 
areas were involved. 
 
 On the issue of the departmental assistance given to teachers in curricula 
implementation, this study found that the kind of assistance was mostly in the 
form of workshops. Most participants, especially in the GET Band, concurred 
by saying that workshops were the only kind of assistance that they received 
from the DoE.  
 
 Regarding parental assistance provided for learners in curriculum 
implementation, this study discovered that illiteracy among community 
members hindered opportunities for this kind of assistance. In some cases 
ignorance about parental involvement in their children’s education meant 
some parents refused to try to help because they thought educating a child 
was the sole responsibility of the teachers. 
 
 On collegial support, the present study discovered that in some schools the 
overwhelming amount of work and struggle with comprehending curriculum 
documents limited collegial assistance. This study, however, found that in 
most schools collegial support was commonly practiced and also encouraged 
by the school management, however limited. 
 
 On the aspect of effects of curricular changes on curriculum implementation, 
this study found that teachers were overwhelmed by these curricula changes. 
The mutual feeling among teachers was that South African education was 
characterized by a lack of stability. 
 
 On the general feelings of teachers about curricula changes, the present 
study found that there were mixed feelings among teachers depending on 
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their teaching experiences. To a very small group of teachers who were at the 
entry stage of their teaching career during the insertion of C2005, curricula 
changes heralded some improvements to the curriculum. To those who had a 
long service in their teaching career, these curricula changes meant that it 
was time to bow out. 
 
Responses from participants in this study revealed that the implementation process 
since the insertion of C2005 was a challenging process in the Libode District. 
 
 5.6 Recommendations 
 
The following recommendations emanate from the findings and the implications of 
this study. It is hoped that these recommendations will help to find possible ways of 
enhancing complementarity in the curriculum design and development endeavours in 
the future.  In this sub-section the DoE will be referred to as the Department of 
Basic Education (DBE) since the DoE does no longer exist. 
 
Recommendation 1a 
 
The DBE should provide effective programmes on teacher training in 
preparation for curricula implementation 
 
The DBE should arrange longer workshops to enable teachers to comprehend and 
grasp curriculum aspects before implementation commences without compromising 
contact time between teachers and learners. To realize this, some holidays can be 
shortened to compensate for the time used for the curriculum dissemination process. 
Also, the DBE should make sure that the curriculum designers are also responsible 
for curriculum dissemination. To be precise, the people who participated in the 
curriculum design process should be the ones disseminating curriculum aspects to 
the relevant teachers. The use of curriculum designers as curriculum disseminators 
will eradicate distortion of crucial information during curriculum dissemination. 
Moreover, good videos with relevant demonstrations should be used in the 
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workshops. To ensure effective curriculum dissemination, the Cascade Model of 
curriculum dissemination should be strengthened. To strengthen the Cascade Model 
entails involving teachers in the curriculum design processes to ensure that they do 
not misrepresent facts during the dissemination stage. Furthermore, this will ensure 
that the rest of the teacher population is acquiring first-hand information on 
curriculum aspects thereby ensuring quality curriculum dissemination. Moreover, this 
will improve teacher confidence in workshop facilitators and also ensure that 
teachers’ questions are answered in the workshops thereby ensuring the desired 
curriculum implementation.  
 
Recommendation 1b 
 
The DBE should ensure availability of human and material resources and 
infrastructure 
 
Some learning areas are characterized by a lack of specialist teachers in subjects 
such as creative arts, technology and mathematics. The DBE should ensure that all 
learning areas have teachers who are specialists. This can be achieved by granting 
bursaries for the learning areas that have a shortage of specialists in order to 
encourage teachers to enroll in programmes that include these learning areas. 
Furthermore, the DBE should ensure that subject advisors are also specialists in the 
learning areas for which they are responsible. The appointment of subject advisors 
who are not specialists in their learning areas, coupled with the assignment of 
teachers to learning areas that they do not know, disadvantages learners who wish 
to follow careers in those learning fields.  
 
Recommendation 1c 
 
The DBE should ensure availability of material resources 
 
The DBE should ensure availability of material resources to afford learners the 
opportunity to do both the practical part and experimental part in their learning 
areas. This can be achieved by increasing the budget allocated to schools to enable 
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schools to purchase the needed material resources. Moreover the DBE must ensure 
that every school has a library and laboratories needed for different learning areas. 
To realize this, partnerships with Non Governmental Organisations (NGOs) that have 
an interest in education should be established so that these NGOs can donate funds 
and teaching material to schools. Also important is that the DBE should ensure that 
all schools are electrified because some of the equipment needs electricity to 
operate. As this study found, some of the schools in the Libode Mega-District have 
no electricity. Thus, teachers need to move around to find facilities to make copies 
of the textbooks due to the lack of either photocopying machines or electricity in 
their institutions.  
 
Recommendation 1d 
 
The DBE should ensure availability of infrastructure 
 
The availability of suitable infrastructure that will ensure a holistic approach in all the 
learning areas is also vitally important. The DBE should work in partnership with 
other departments including the Department of Arts and Culture, Department of 
Science and Technology and the Department of Sports and Recreation to get 
assistance in providing the necessary infrastructure to schools. These departments 
should invest a lot in education by providing infrastructure to schools because their 
practitioners get the necessary foundation in enquiring knowledge from educational 
institutions such as schools. Also important is building of new schools to cater for 
population growth. The DBE must ensure that new schools are built after every 
census when necessary to prevent classroom overcrowding. This will ensure that no 
learners get tuition under trees or in combined classrooms.  
 
Recommendation 2a 
 
Teacher involvement in the curricula designing processes 
 
The DBE should ensure that teachers take the lead in the curriculum designing 
processes. As practitioners who are responsible for curriculum implementation as 
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well as people who work with learners on a daily basis, teachers are in a better 
position to know the learners’ needs. This is substantiated by this study on learners’ 
needs and according to Tiangson (2013) and Murphy (2013) who state that teachers 
are in a better position to understand learners’ needs (Taba 1964). To do this, the 
DBE must call a large number of teachers to take part in the curriculum designing 
process. Surveys need to be conducted among those teachers who are not part of 
the designing team so as to give them a platform to voice out their views in the 
designing processes. Involving teachers in the curriculum design processes will also 
enable them to disseminate crucial information on curriculum aspects to other 
teachers effortlessly. Moreover, teacher involvement in curriculum design processes 
will eradicate any misrepresentation of facts and distortion of information thereby 
adding some credibility and value to workshops. 
 
Recommendation 2b 
 
Parental involvement in the curricula designing process 
 
Parental involvement in curriculum design processes can be advantageous in that it 
will ensure that parents are aware of the demands of the curriculum on their 
children. Curriculum designers should ensure parents are consulted by arranging 
meetings at district level where surveys can be conducted to guarantee parental 
representation in curriculum issues. Moreover, if parents are consulted during the 
call for curriculum restructuring they can even suggest learning areas to be included 
in the curriculum change process; for example, in districts that are along the wild 
coast parents can suggest that fishing should be included among learning areas to 
be taught. This can contribute immensely towards poverty alleviation programmes in 
those regions. Parental involvement should also extend to the curriculum 
dissemination phase where they will be made aware of the demands of the 
curriculum on them. This will ensure that parents play a supportive role to their 
children’s education and have a sense of ownership of decisions taken with regard to 
their children’s education. Parents are in a better position to also supplement the 
school resources by purchasing some of the required resources to be used at home.  
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Recommendation 3 
 
Various stakeholders’ assistance to be given to teachers during the 
curricula implementation process 
 
The DBE should supplement workshops with in-service training programmes geared 
to assist teachers in their individual learning areas. The DBE should also ensure 
seamless curriculum implementation by providing effective follow-up programmes on 
curriculum implementation. This should include arranged periodic school visits aimed 
at establishing whether curriculum implementation is running smoothly. The 
continuous assessment (CASS) moderations that the DBE is currently using as a tool 
to monitor curriculum implementation is regarded as flawed. Thus, an assessment 
tool to monitor curriculum implementation that can reflect reality and which 
embodies curriculum implementation needs to be developed. Such a tool should be 
coupled with subsidiary workshops whenever necessary. Partnerships with other 
organizations should be established by the DBE to assist with providing material 
resources. These organizations should include those which have had a major 
influence on curriculum reform together with Non Governmental Organisations 
(NGOs). Specific forms of donations, whether monetary or material, should be 
clarified to avoid duplication of similar products.   
 
The DBE should conduct workshops for the SMTs to equip the SMTs in every aspect 
regarding curriculum implementation. These workshops must be held quarterly so 
that the Departmental officials can also get a detailed feedback about quarterly 
progress in curriculum implementation.  
 
Parents should be encouraged to visit schools on regular bases to check on the 
progress of the children. Parents meetings where parents are updated about 
curricula changes should be held from time to time. Parents should also be 
encouraged to assist educational institutions by purchasing auxiliary resource 
material for their learners at home. 
 
272 
 
Recommendation 4: The DBE should ensure that sufficient preparation 
measures are undertaken to ensure teacher readiness for curriculum 
implementation 
The DBE should ensure that teachers are properly trained to implement curricula. 
This means that at the DBE must develop an evaluation tool to check whether or not 
teachers have acquired the necessary knowledge needed to implement the 
curriculum at the end of each workshop. Moreover, the DBE should ensure that 
during the workshops teachers are exposed to all equipment that they will need to 
use and are shown by workshop facilitators how to operate such equipment. Equally 
important is the provision of the necessary resource material needed to implement 
curriculum. 
 
5.7 A proposed model: NOCUDDE 
  
The name of the proposed model for this study shall be known as the Nobanda 
Curriculum Design and Dissemination Model, code named the NOCUDDE Model. The 
Nobanda Curriculum Design and Development Model (NOCUDDE) is influenced by 
the Taba Model (1962) for curriculum design and development process and the 
McBeath Model (1993) of curriculum dissemination. Taba advocates that teachers, 
as curriculum implementers, should take the leading part in the curriculum designing 
process. In her model, as presented in chapter two, Taba noted seven aspects for 
the consideration of teachers during the curriculum designing process. Also 
important is the curriculum dissemination stage after the curriculum has been 
designed. Carl (2002) states that curriculum dissemination is a phase in the 
curriculum development process where the information about the new curriculum is 
intentionally distributed and curriculum consumers are prepared for its use.  
 
As stated in this study, the South African curricula development processes employed 
the Cascade Model to be used in the curriculum dissemination phase. The Cascade 
Model, however, proved to be unsuccessful in disseminating information about the 
new curricula effectively (Khulisa, 1999; Taylor & Vinjevold, 1999; CEPD, 2000; 
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HSRC, 2000; RCR, 2000; Robinson, 2002; Fiske & Ladd, 2004; Dichaba & Mokhele, 
2012). Consequently, curricula implementation in the South African CDD has faced 
challenges since the insertion of C2005. In the South African situation, the 
curriculum dissemination phase took place before curriculum implementation 
commenced although in some places it has been reported that the C2005 
dissemination phase happened three months after curriculum implementation.  
 
In a different approach, McBeath sees curriculum dissemination as a process not a 
phase. According to McBeath (1993), curriculum dissemination overlaps with 
orientation, adoption and implementation and can reach across a number of stages 
of the change process. In similar vein, Harmsworth and Turpin (2000) suggest three 
aspects for consideration in the dissemination process. These are: dissemination for 
awareness; dissemination for understanding and dissemination for action. According 
to Harmsworth and Turpin, in the dissemination for awareness it can be assumed 
that, at the very least, you wish people to be aware of the work of your project. This 
may be useful for those target audiences that do not require detailed knowledge of 
your work but it is helpful for them to be aware of your activities and outcomes. 
Creating such an awareness of your project’s work helps the “word-of-mouth” type 
of dissemination and helps you build an identity and profile within your community. 
They also state that in the dissemination for understanding there will be a number of 
groups/audiences that you will need to target directly with the necessary 
dissemination. This will be because you believe that they can benefit from what your 
project has to offer. It will be important, therefore, that these groups/audiences 
have a deeper understanding of your project’s work. In the dissemination for action, 
“action” refers to a change of practice resulting from the adoption of products, 
materials or approaches offered by your project. These groups/audiences will be 
those people that are in a position to “influence” and “bring about change” within 
their organisations. These are the groups/audiences that will need to be equipped 
with the right skills, knowledge and understanding of your work in order to achieve 
real change. 
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In the three aspects suggested in Harmsworth and Turpin (2000), one cannot 
escape the use of the words “you” and “your” which imply that the person 
advocating the change should be the one disseminating the information to the 
consumers. This implies that curriculum designers should be the ones responsible for 
curriculum dissemination. This is crucial in ensuring that no questions on aspects of 
curriculum implementation will be left unanswered and this will minimise any 
distortions on the disseminated information.  
 
The aspect of dissemination for awareness, as suggested in Harmsworth and Turpin, 
is essential for informing parents and other members of the community about the 
role they need to play and provisions they need to make as part of their contribution 
to ensure effective curriculum implementation. The dissemination for understanding 
and dissemination for action is essential in equiping teachers with a deep 
understanding of curriculum aspects as they are responsible for effecting the 
changes through curriculum implementation.  
 
Having covered aspects for consideration in curriculum dissemination I will now 
focus on strategies for disseminating curriculum. 
 
Strategies for curriculum dissemination 
 
In a study conducted by McBeath (1993) on curriculum change process that 
occurred in a Technical and Further Education in one of American States, she 
suggests four strategies that were effective for curriculum dissemination. These 
strategies are: meetings; newsletters; questionnaires and building a network. The 
next sub-sections deal with ways in which these strategies can be utilised for 
effective curriculum dissemination in the South African context.  
 
Meetings  
 
Meetings should be mass gatherings where teachers meet to get curriculum material 
and share information on curriculum aspects. The researcher prefers the word 
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“meeting” to workshop because the word “workshop” implies one person talking to a 
group of people and furnishes them with information about something. The word 
“meeting” implies a platform for sharing ideas where every member of the group has 
an equal chance to air his/her views on issues of concern.  To avoid rushed 
curriculum dissemination these meetings should last a minimum of two weeks where 
teachers, as change agents, interact with curriculum designers on curriculum 
aspects. This implies that the curriculum-designing stage should involve a large 
number of people with teachers playing a bigger role in the process (Taba, 1962). 
This will ensure that there are enough designers to hold meetings with teachers in 
different venues during the curriculum dissemination phase.  
 
On the first day of the meeting curriculum designers should deliver curriculum 
material and documents to teachers and engage teachers on curriculum aspects, 
then, teachers should deliberate on innovative aspects of the curriculum, sharing 
some of their experiences in interpreting the assessment of the learning outcomes 
and also considering the relevance of the learning outcomes in teaching and learning 
situations. Both the curriculum designers and teachers should identify learning 
outcomes that are difficult to assess in different learning contexts and make those 
the main features of the first newsletter that follows the meeting (McBeath, 1993). 
Also, a standardised form for setting out teaching and assessment strategies should 
be developed (McBeath, 1993). Curriculum dissemination done in this way will 
encourage teachers to see themselves as being in control of the process, taking 
decisions about what they are going to do and how to do it and not just as 
consumers of information delivered by facilitators.  
 
During the second week of the meeting, teachers, with the assistance of curriculum 
designers, should start working on learning activities and learning experiences that 
lead to the attainment of the envisaged learning outcomes. Within this activity, 
difficult issues should be brought up for open discussion and practical solutions 
found (McBeath, 1993). This exercise should be done as a practice exercise, bearing 
in mind that during implementation the plan might change, requiring rethinking and 
redesigning of learning activities and learning experiences (Stenhouse, 1975). 
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The Questionnaire 
 
On the last day of the meeting questionnaires should be distributed to teachers to 
allow them to evaluate the meeting. The questionnaire should explore teachers’ 
views about the curriculum change process and also raise their awareness, in 
advance, of potential difficulties and problems in implementing the new curriculum 
(McBeath, 1993). Questions and/or statements in the questionnaire should also 
focus on factors that have a potential to negatively affect curriculum 
implementation, such as lack of time for preparation, lack of resources and lack of 
acceptance of innovation. 
 
The Newsletters 
 
According to Harmsworth and Turpin (2000), a short newsletter (up to four sides of 
A4 max.) every quarter, term or phase of your project can keep your audience 
informed of progress and continue to stimulate interest. This strategy of curriculum 
dissemination should follow in the second quarter after curriculum implementation 
has commenced. The use of newsletters can help maximise contact time between 
teachers and learners as it will be time consuming to hold meetings every time a 
problem arises. As stated in the foregoing sub-section, learning outcomes that were 
deemed difficult to assess and challenges experienced during curriculum 
implementation should be featured in the first newsletter. A detailed account of the 
progress in curriculum implementation should also be provided together with steps 
taken to overcome those challenges. This should be done in clusters. Newsletters 
should be shared among District clusters with common challenges identified by 
cluster leaders and subject advisors. Practical solutions obtained from steps to 
overcome challenges provided in the newsletters from different clusters should be 
appraised to ensure sustainability. The Newsletter should also summarise key issues 
in learning and teaching and provide a vehicle for the publication of short articles by 
clusters who want to share good practice or have other information that they want 
to disseminate (Harmsworth and Turpin 2000). Quarterly newsletters could help 
keep track of curriculum implementation progress and the identification of 
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challenges and solutions emanating therein. These newsletters could also inform 
teachers about whether or not there is a need for a meeting. Moreover, a survey 
should be conducted twice a year so that teachers from circuits can be randomly 
sampled for in-depth interviews about personal experiences, lessons learnt and the 
overall impression of curriculum implementation.    
 
The Network 
 
Teachers should be encouraged to develop networks in their clusters where they can 
talk openly about their experiences and tribulations encountered in the 
implementation of the curriculum, share ideas and reach mutually-acceptable 
decisions for implementing change. These networks would, as alluded to in McBeath 
(1993), trigger a vigorous diffusion, or spontaneous spreading of ideas.  As stated 
before, the South African curricula dissemination process used the Cascade Model. 
Unfortunately, the Cascade Model proved ineffective in successfully disseminating 
information about curricula aspects for a number of reasons. It is for this reason that 
the researcher has developed a model for the CDD process in an attempt to also 
mitigate the shortfalls in the Cascade Model. This model has been greatly influenced 
by McBeath’s (1993) From the Bottom Up: A Curriculum Dissemination Model in 
Practice.  
 
The findings of this Libode study, in conjunction with other studies conducted in 
other parts of South Africa, have ascertained that the Cascade Model has been 
ineffective for a number of reasons. Among the reasons for the ineffectiveness of 
the Cascade Model was the duration of the workshops which was very short (a day 
or two). In mitigating that shortfall, the NOCUDDE Model suggests a minimum of 
two weeks to be used for curriculum dissemination. This implies that the DoE should 
ensure enough time for disseminating curriculum before implementation starts. The 
other shortfall of the Cascade Model, as this study found, was the distortion of 
information when cascading to the second and third levels of curriculum consumers 
paired with the inability of facilitators to answer questions crucial for curriculum 
implementation.  The NOCUDDE Model advocates that curriculum designers should 
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be responsible for disseminating information rather than work-shopping people, who 
had never participated in the designing process, to be workshop facilitators. As for 
the follow-up strategy to monitor curriculum implementation, the NOCUDDE Model 
advocates the use of quarterly newsletters as opposed to CASS moderations. These 
CASS moderations have, regrettably, been found unsuccessful in reflecting reality 
about curriculum implementation.  
 
The NOCUDDE Model differs from McBeath’s model in that it starts with the 
designing phase of the curriculum and emphasises the view that curriculum 
designers should be responsible for curriculum dissemination while McBeath’s model 
focuses on curriculum implementers making sense of the designed curriculum 
among themselves, how they would want it implemented and whether or not it is 
possible to implement it, hence the name: From the Bottom Up. Another difference 
between the two models is that while McBeath’s model disseminates information at 
one level of curriculum implementers the NOCUDDE Model focuses at three levels of 
curriculum dissemination: the District, Cluster and Circuit levels. A significant 
difference between the two models is that the NOCUDDE Model employs a survey as 
one of the tools to monitor curriculum implementation whereas McBeath’s Model 
does not include survey. This model also differs from the Taba Model because it also 
includes both curriculum dissemination and curriculum implementation stages.  
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Figure 5.1 below illustrates how the NOCUDDE Model can be put to practice. 
 
 
Curriculum designing process dominated 
by teachers with subject advisors, education experts 
and parents. 
 
The CDD Process 
 
 
                                             
 
Meeting with  
curriculum designers 
and teachers. 
The Dissemination phase 
                                                                                               
                                                                                                                                                                            
 
   
                                                                                          
                                       
  Cluster  
           Cluster                                                                           newsletters 
       newsletters                                    
The implementation stage 
 
           
 Circuit Circuit Circuit Circuit 
networks                        networks                      networks                       networks 
 
Figure 5.1: NOCUDDE Model 
 
The above figure illustrates how the NOCUDDE model works. The big oval-shaped 
diagram at the top represents the curriculum design process dominated by teachers 
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with subject advisors, education experts and parents taking part in the process. The 
second big oval shape in the middle represents the meeting between curriculum 
designers and the rest of the teachers expected to implement the new curriculum. It 
should be mentioned once more that the majority of the curriculum designers is 
made up of practicing teachers who will also be responsible for implementing the 
new curriculum. Subject advisors should also be included in the design team 
together with other experts from the Education Department and parents. As stated 
before, the meeting should be followed by quarterly newsletters which detail 
progress on curriculum implementation. The first newsletter, which should follow 
immediately after the meeting (one month after the meeting) should deal with 
challenges noticed and experienced in the meeting, how teachers have navigated 
through those challenges, what lessons have been learnt and what practical 
solutions have been developed. The newsletters should be between the DBE (District 
Office) and District clusters where challenges and solutions are identified and also 
among clusters within the District as indicated by the arrows.  
 
Cluster leaders who were curriculum designers as well should monitor the drafting of 
the newsletters. Cluster circuits should develop networks among them and with 
circuits in other clusters as indicated by the arrows. Teachers in the circuits should 
share experiences and lessons learnt during curriculum implementation. The 
networking is essential for identifying common challenges among circuits, 
distributing information on practical solutions discovered during implementation and 
providing collegial support among teachers. Challenges identified within circuits and 
practical solutions developed during curriculum implementation should be reflected 
in the newsletters.  
 
This implies that information sharing among circuits does not wait for the time when 
newsletters should be drafted; rather, it should be an ongoing exercise among 
teachers. Use of technology should be encouraged as a means of communicating 
among teachers when personal contact seems impossible. By technology I am 
referring to Cell phones, E-mails, Face book and other means of communication.  
When there is the prevalence of common challenges with no practical solutions 
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among circuits and clusters, such a situation warrants another meeting where there 
should be deliberations on how best to deal with such challenges. 
 
5.8 The contribution of this study to existing knowledge 
 
Existing literature pertaining to the phenomena of interest in this study was 
extensively reviewed with specific emphasis to the complementarity, or lack thereof, 
between CDD processes and curriculum implementation. As mentioned in the 
aforegoing subsection, most of the findings this study revealed were similar to those 
reviewed in the literature, with new discoveries that contribute new information to 
existing knowledge.  A study conducted by Carl (2005) revealed at the time that 
teachers had never participated in the CDD processes before the implementation of 
C2005 and RNCS. In his own words he stated that curriculum 2005 was developed 
on a national level in 1998 and teachers only became involved when they received 
training in the application of the new curriculum at a school and classroom level. The 
same holds for the Revised Curriculum Statement Grades R-9 (Department of 
Education, 2000). It appears that the same pattern would be followed with the 
phasing in of the National Curriculum Statement Grades 10-12 (Department of 
Education, 2003) from 2006, namely, the curriculum will have been developed on a 
national and provincial level before teachers actually become involved during the 
implementation phase.  
 
Similar studies have been conducted by Motseke (2005) and Naong (2012). Naong 
states that the South African CDD process appears to have been mostly imposed 
from the top down, that is, it was devised by experts appointed by the Education 
Department rather than arising from the experience of educators on the ground.  
She discloses that it was indeed presented to ordinary educators as a fait accompli 
rather than being developed and implemented in partnership with them. None of the 
latter studies, however, has focused on teacher involvement in the CDD process in 
NCS: Grades 10-12 and NCS: Grades R-12. This study therefore brings to the fore 
the fact that during the designing stages of NCS: Grades 10-12 and NCS: Grades R-
12 teachers were never involved. Also, several studies have been conducted on 
challenges faced by educators in curriculum implementation since the introduction of 
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C2005 and its OBE approach through to NCS: Grades 10-12. None of these studies 
has focused of complementarity between the CDD and CI which, according to this 
Libode study, is the root cause of the prevailing challenges. This study also brings 
forward a model that could mitigate the short-falls of the Cascade Model. Among the 
reasons for the ineffectiveness of the Cascade Model was the duration of the 
workshops which was very short (a day or two). In mitigating that shortfall the 
NOCUDDE model suggests a minimum of two weeks to be used for curriculum 
dissemination. This implies that the DBE should ensure enough time for 
disseminating curriculum information before implementation starts. The other 
shortfall of the Cascade model, as this study found, was the distortion of information 
when cascading to the second and third levels of curriculum consumers paired with 
the inability of facilitators to answer questions crucial for curriculum implementation.  
 
The NOCUDDE model advocates that curriculum designers should be responsible for 
disseminating information rather than work-shopping people, who have never 
participated in the designing process, and expecting them to be workshop 
facilitators. As for the follow-up strategy to monitor curriculum implementation the 
NOCUDDE model advocates the use of quarterly newsletters as opposed to CASS 
moderations. These CASS moderations have, regrettably, been found unsuccessful in 
reflecting reality about curriculum implementation.  
 
5.9 Limitations encountered 
 
The geographical location and conditions of the roads in the Libode Mega-District in 
the Eastern Cape posed a threat to effective time management in this project since 
the researcher personally went to distribute, collect questionnaires and conduct 
interviews. Moreover, restrictions placed by the Provincial office on times of access 
to participants also delayed the data-collection process.  
 
Some school principals were reluctant to grant the researcher permission to conduct 
the study at their sites even though he had been granted permission by the 
Provincial office. This meant that the researcher had to re-sample to find schools 
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that would replace those to which he was refused permission by the school principal. 
A limited budget also posed a threat to the study since the researcher had to travel 
extensively when asking for permission from schools, distributing questionnaires, 
collecting questionnaires and conducting interviews.  
 
The researcher initially intended to generalize the findings of this study but later 
changed his mind due to the following limitations. Firstly, the random sampling 
method used in the quantitative part of this study fell short of considering the 
qualification levels of participants. Also, it did not consider the fact that some of the 
teachers who were working at schools in the GET Band and who were already 
working during the introduction of C2005 were at the FET Band at that time where 
C2005 and OBE were not yet introduced at the time. Secondly, the provision of 
infrastructure and availability of resources were not the same since the study found 
that there were newly-built schools that had all the necessary resources whereas 
others did not.  
 
5.10 Suggestions for further research  
 
One of the recommendations proposed in this study is that teachers, as agents of 
curriculum implementation, should play a key role in the curriculum design 
processes. This recommendation emanates from one of the findings this study made 
which suggested that teachers had not participated in the South African CDD 
processes. Several studies conducted in other parts of South Africa have 
substantiated the same findings. Among these studies the researcher can mention 
RCR (2000), Ramparsad (2001) and Carl (2005). It is an undisputable fact though 
that not all teachers can be expected to participate in the CDD processes. 
 
The present study also found that although some teachers attended workshops on 
curriculum dissemination and came back to workshop other teachers, there were no 
clear criteria as to how these teachers were selected. In the light of the above- 
mentioned scenario this study proposes that an investigation be conducted into the 
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strategies needed to involve teachers in the CDD process using clear criteria on how 
those teachers need to be selected. 
 
 
5.11 Conclusion  
 
The findings of this study revealed that there was a lack of complementarity 
between curriculum design and development processes and curriculum 
implementation in the Libode education District. This lack of complementarity is due 
to, among other things, inadequate teacher training for curriculum implementation, 
shortage of subject specialists, lack of proper training in the CDD process, shallow 
pedagogical knowledge on the part of subject advisors in certain learning areas, lack 
of resources and infrastructure and inadequate support given to teachers by other 
stakeholders in education.  
 
The present chapter also presented the summary of the study, implications and 
recommendations, the limitations of the study, and lastly, suggestions for further 
research. 
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Appendix A 
 
Questionnaire 
 
Topic: Complementarity of curriculum design and development process 
and curriculum implementation in the South African Education. Focus on 
the Libode District. 
………………………………………………………………………………………………………………………… 
 
You are requested to provide answers to questions and/or statements contained in 
this questionnaire. This questionnaire is an instrument for collecting data in a study 
undertaken as a fulfillment of the requirements for the degree of Doctor of 
Education for which I am currently enrolled at WSU. All information in this 
questionnaire is strictly confidential; you are also guaranteed anonymity as a 
participant you cannot be traced. 
 
 
A. BIOGRAPHICAL INFORMATION 
 
Provide the following biographical information by making a ticknext to the number in 
the box that best describes the answer that is most applicable to you. 
 
1) Your gender 
1 2 
Male Female 
 
2) Your home language 
1 2 3 4 5         0ther 
Isixhosa English Zulu Tswana  
 
3) Type of school in which you are working 
1 2 
Public Private 
 
4) Age group in years 
1 2 3 4 5          
25-30 31-35 36-40 41-45 46+ 
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5) Number of years of service in the Department of Basic Education working as a 
teacher. 
1 2 3 4 
17-18 19-20 21-22 23+ 
 
6) Current position at your school 
 
1 2 3 4 
Principal Dep. Principal HoD Educator 
 
 
B. CONNECTION BETWEEN CURRICULUM DESIGN AND DEVELOPMENT AND 
CURRICULUM IMPLEMENTATION. 
 
Provide the following information by ticking the relevant box next to the number that 
best describes your opinion. 
 
7) Curriculum policies make it easy to implement NCS: grades R-12 curriculum. 
 
1 2 3 4 5 
Strongly agree Agree Not sure Disagree Strongly 
disagree 
 
8) Teaching and learning material needed for introducing C2005 was available.  
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
9) Teaching and learning material needed for introducing RNCS grades R-9/ NCS 
grades 10-12 was available.  
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
10) Teaching and learning material needed for introducing NCS grades  
          R-12 curricular was available. 
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
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11) The training received by teachers was sufficient to introduce C2005. 
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
12) The training received by teachers was sufficient to introduce RNCS  
          grades R-9/ NCS grades 10-12. 
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
13)  The training received by teachers was sufficient to introduce NCS 
           grades R-12. 
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
 
14) There is effective teaching and learning in my class.  
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
 
15) I experienced some challenges in implementing C2005. 
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
16) I experienced some challenges in implementing RNCS grades R-9/ NCS 
          grades 10-12. 
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
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17) I experienced some challenges in implementing NCS grades R -12. 
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
 
If you agree with any statement in numbers 15, 16, and 17 above please mention 
the curriculum/curricular and those areas in curriculum implementation in which you 
experienced challenges. Also, briefly elaborate how you navigated through the 
implementation process of the curriculum/curricular.  
 
…………………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………........
............................................................................................................................
............................................................................................................................ 
 
 
C. THE ROLE PLAYED BY TEACHERS IN THE CURRICULUM DESIGN AND 
DEVELOPMENT. 
 
18) Teachers participated in the South African curriculum design and 
          development processes. 
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
If you agree with the above statement, please mention the stages in which teachers 
participated. (Designing, Evaluation, Designing and Evaluation) 
 
…………………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………………
………………………………………………………………………………………………………………………… 
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19) Teachers had an opportunity to participate in all curriculum 
          development levels. 
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
 
 
20) The teachers’ contributions and concerns were considered in the 
          curriculum design and development process. 
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
21) The teachers’ role was to implement curricula despite not 
          participating in their design and development stages. 
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
 
D. PREPERATION MADE BY THE DEPARTMENT of BASIC EDUCATION TO ENSURE 
TEACHER READINESS TO IMPLEMENT EACH CURRICULUM. 
 
22)  Teachers received training on curriculum implementation in each 
           curriculum. 
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
If you agree with the above statement, please mention the nature of training 
received. 
…………………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………………
…………………………………………………………………………………………………………………………
………………………………………………………………………………………………………………………… 
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23) The necessary curriculum support material for curriculum 
          implementation in different learning areas is made available by the 
          DoBE. 
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
 
24) The Department of Basic Education provides the relevant guidelines on 
          curriculum implementation. 
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
 
25) The Department of Basic Education has a follow-up programme that  
          monitors curriculum implementation. 
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
26) The feedback on learner performance provided by the DoBE helps 
          teachers to improve their understanding and practice. 
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
 
E. ASSISTANCE PROVIDED FOR EDUCATORS GEARED TOWARDS EFFECTIVE 
CURRICULUM IMPLEMENTATION. 
 
27) I receive assistance from the Department of Basic Education. 
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
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28) I receive support from the School Management Team. 
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
29) I receive support from other educators in my school. 
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
30) I receive support from other educators in my circuit. 
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
 
31) I receive support from the community at large. 
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
 
F. THE RELEVANCE OF ASSISTANCE PROVIDED FOR EDUCATORS TO THE 
CHALLENGES THEY FACE IN CURRICULUM IMPLEMENTATION. 
 
32) The assistance I receive from workshops organized by DoBE provides 
          the desired assistance needed for curriculum implementation. 
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
33) The DoBE provides enough workshops to enhance the educators’ 
          understanding of the new curriculum. 
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
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34) The workshop facilitators demonstrate knowledge about the new 
          curriculum. 
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
35) The support I receive from other stakeholders assists me in  
          implementing the curriculum. 
 
1 2 3 4 5 
Strongly agree Agree  Not sure Disagree  Strongly 
disagree 
 
 
……………………………………………….. E N D……………………………………………………… 
 
Thank You for Your Participation 
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Appendix B 
 
Interview questions for Teachers in the rural schools of Libode District  
 
Questions  
 
1. What connection existed between curriculum design and development process  
    and curriculum implementation? 
 
2. What role did teachers play in the South African curricular design and  
    development processes? 
 
3. What role did parents play in the South African CDD? 
 
4. What role did the Department of Basic Education play in preparing the teachers  
    for curriculum implementation in C2005, RNCS grades R-9/ NCS grades 10-12, 
    and NCS grades R-12? 
 
5. Do you have the teaching and learning material pertinent to implementing 
    the curricular?  
 
6. How do the workshops you receive help in curriculum implementation? 
 
 
8. What kind of assistance in implementing each new curriculum do you receive 
     from: 
 
 Other teachers in the school? 
 
 Other educators in the circuit? 
 
 The outside community? 
 
9. What is the general feeling of teachers about the curricular changes in the 
    circuit?  
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Appendix C 
 
                                                                                                 Box 26 
                                                                                                        Ntlaza  
                                                                                              5114 
 11-09-2014 
 
 
The Director 
Strategic Planning Policy Research & Secretariat Services 
Department of Education 
Private Bag X0032 
Bhisho 
5605 
 
Dear Sir/Madam 
 
RE-ASKING FOR PERMISSION TO CONDUCT RESEARCH  
 
I hereby request permission to conduct research in your school. The purpose of my 
research is to examine the complementarity of curriculum design and development 
process and curriculum implementation in the South African education system. This 
study is towards a completion of a Doctor of Education degree in curriculum studies 
which I am currently enrolled in at WSU in Mthatha.  
 
I hope that my request will receive your favorable consideration. 
 
Kindly respond to this letter in writing. 
 
Yours Sincerely  
Vusumzi Z Nobanda 
 
…………. 
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Appendix D 
 
                                                                                                Box 26 
                                                                                               Ntlaza  
                                                                                              5114  
11-09-2014 
 
 
The Principal 
Department of Education 
Libode District 
Libode 
5160 
 
Dear Sir/Madam 
 
RE-ASKING FOR PERMISSION TO CONDUCT RESEARCH  
 
I hereby request permission to conduct research in your school.The purpose of my 
research is to examine the complementarity of curriculum design and development 
process and curriculum implementation in the South African education system. This 
study is towards a completion of a Doctor of Education degree in curriculum studies 
which I am currently enrolled in at WSU in Mthatha.  
 
I hope that my request will receive your favorable consideration. 
 
Kindly respond to this letter in writing. 
 
Yours Sincerely  
Vusumzi Z Nobanda 
 
…………. 
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Appendix F 
 
                                                                                                                              Libode District 
                                                                                                                  Libode 
                                                                                                               5160 
                                                                                                                         25-09-2014 
 
Dear Sir 
 
GRANTING OF PERMISSION TO CONDUCT RESEARCH 
 
The above mentioned school hereby grants you permission to conduct research as per your 
request.  
 
 
 
 
 
Yours Sincerely 
 
............................( School Principal) 
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Appendix G 
 
Interview schedules 
 
Interview No. 1 
 
Me: In your judgment, since the insertion of Curriculum 2005 (C2005), the Revised 
National Curriculum Statement - Grades R-9 (RNCS: R-9)/ the National Curriculum 
Statement - Grades 10-12 (NCS: 10-12), through to the National Curriculum 
Statement- Grades R-12 (NCS: R-12), is there any connection between the 
curriculum design (CD) process and curriculum implementation (CI) in terms of 
comprehensive provisions made for CI in teacher training?  
 
Participant: Yes, there is a connection when it comes to teacher training because 
the Department of Basic Education (DoE) provides workshops for teachers before 
each curriculum is introduced but only a small number of teachers is called to attend 
the workshops. 
 
Me: This calling of a small number of teachers, did it happen before the introduction 
of all the three curricular or during the introduction of a certain curriculum? 
 
Participant: It happened to all the three curricular introductions. 
 
Me: In that case how do other teachers get to know about the new curriculum? 
 
Participant: It is like this, a small number of teachers is called to attend a 
workshop then those teachers call other teachers in their clusters and workshop 
them. 
 
Me: What criterion does the DoE use to select the teachers who should attend the 
first workshop? 
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Participant: I do not know. 
 
Me: Do these cluster workshop facilitators demonstrate any knowledge of what they 
are talking about? 
 
Participant: No, you could see that the facilitators are just telling you what they 
were told to tell you whether they understood it or not when they attended the 
workshop. Most of the times you would notice that the cluster workshop facilitators 
do not know what they are talking about but they have just been spoon-fed without 
having a proper understanding; for example, in a cluster workshop that we 
attended, on the technology learning area, it was the teachers themselves who 
ended up helping the facilitator who was misinterpreting some of the terms and also 
demonstrating little knowledge about the learning area. 
 
Me: Now that there is evidence that some of the cluster workshop facilitators 
demonstrate lack of understanding on certain aspects of the curriculum, what 
happens when teachers are having some questions during the presentations? 
 
Participant: Workshopping teachers is difficult because they are always concerned 
with time so if they see that the facilitator is not clear on what he/she is talking 
about they do not even bother to ask questions. What teachers do, as they are 
organised into small groups for the activities they are expected to do during the 
workshop, they discuss issues among themselves and arrive at a common 
understanding about those issues drawing from their own knowledge whether their 
knowledge is wide or narrow. Thus, teachers view it as a waste of time to raise 
questions and wait for a facilitator who has already demonstrated a shallow 
understanding on curriculum aspects and expect answers. 
 
Me: Alright, we were talking about teacher training as one of the provisions for CI: 
What can you tell me about the availability of material resources like libraries, 
laboratories, computers, over-head projectors, microscopes, textbooks and others? 
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Participant: The only thing that was provided was textbooks. As for any other 
material we have nothing. During the insertion of C2005 we were given textbooks 
which arrived late. Those textbooks only had activities that learners needed to do 
but without the content knowledge that that learners needed to have before 
engaging in those activities. It was advocated in C2005 that learners are not empty 
vessels so there is knowledge that they already possess and they should use that 
knowledge to complete these activities even if some of those activities would require 
them to use equipment that was not there. 
 
Me: In your knowledge what role did teachers play in the design process of C2005, 
RNCS: R-9/ NCS: 10-12, and NCS: R-12? 
 
Participant: I think they were involved in the designing process because when I 
look at the way the textbooks are designed, more especially in the latest curriculum 
revision (NCS: R-12), I can see that teachers were involved. 
 
Me: Before coming to designing of the textbooks did teachers attend the talks 
involving changing the overall curriculum so as to influence the shaping of the new 
curriculum in terms of what needs to be included in it or excluded in it? 
 
Participant: As far as I know such sittings never involved the teachers and also 
there is no evidence of their involvement in such sittings. 
 
Me: In your knowledge, were parents, as one of stakeholders in education, involved 
in the Curriculum Design and Development (CDD) processes? 
 
Participant: Yes, parents are being involved because most of the time learners are 
supposed to gather some of the information from their parents. C2005 and its 
revisions require that teachers do not impart knowledge to the learners but come 
with questions and learners are expected to gather all the answers to the questions. 
In the absence of all other resources learners have to get answers from home. The 
teacher simply says, “I need these answers tomorrow” and learners have no choice 
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but to gather knowledge from home and by so doing parents get involved. Most of 
the time you will find that the person doing most of the job is the parent. 
 
Me: If I understand you well you are talking about parental involvement during CI. 
What I would like you to confirm, if you happen to know, is whether parents are 
involved when decisions to change the curriculum, for whatever reasons, are taken? 
 
Participant: The way I see it they are not involved because most of the time they 
complain that teachers are giving them work that is supposed to be done by 
teachers. To me this proves that the decisions to give them a substantial role to play 
in the realisation of the goals of the curriculum were not taken with their consent.  
 
Me: In your observation, how do the workshops that are organised by the DoE 
make a difference in teachers’ understanding of CI? 
 
Participant: These workshops partially make a difference in that the DoE officials, 
known as subject advisors, may plan to workshop Heads of Departments (HoD) for 
different phases, say during the first quarter of the year. Thereafter, those HoDs are 
expected to continually assist teachers in their departments or learning phases with 
implementation challenges. DoE officials expect that during their visits there will be 
evidence of CI as per their expectations. 
 
Me: If I hear you clearly, you are saying that subject advisors come to inspect 
whether their expectations have been conveyed to teachers through HoDs; they do 
not personally come to the teachers and workshop them on how to do the work. 
 
Participant: No, they only call HoDs or phase representatives in case there are no 
HoDs in the school. 
 
Me: What is the duration of these workshops? 
 
328 
 
Participant: They usually take about two to three days but during the introduction 
of C2005 workshops were lasting five days. 
 
Me: In your opinion, is the duration of the workshops enough to enable teachers to 
understand how the CI should be? 
 
Participant: Definitely not. The major problem is that we are told so many things in 
a very short space of time of which it becomes impossible to grasp everything being 
said. 
 
Me: In that case does the DoE provide follow-up workshops? 
 
Participant: No, they only provide photocopied material as a secondary source. 
 
Me: What is your comment on the availability of the Learning and Teaching Support 
Material (LTSM) in these curricular? 
 
Participant: My first comment on the LTSM is that it is not enough. Curriculum 
designers do not make a follow-up to see if the curriculum is implemented the way 
they designed it to be implemented, for example, since the insertion of C2005, a 
teacher is supposed to teach twenty-five learners in a class but we end up having 
more than forty learners per class and that creates a problem in classroom space 
because learners are congested. A desk which is supposed to accommodate three 
learners ends up accommodating six learners. This leads to difficulties when learners 
need to write something. Also, this overcrowding leads to uncontrollable classrooms, 
for example, learners differ in how quickly they learn, some are fast and others are 
slow learners. The fast learners get bored when the teacher repeats the same thing 
so as to make the slow learners understand and they start talking. This leads to 
chaos in the classroom because the fast learners will start making noise disturbing 
those who are still in the process of grasping what is being taught. If a teacher could 
have twenty-five learners in class it would be easy to divide them according to their 
learning abilities so that you could exercise classroom control by administering more 
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tasks to the fast learners while the slow learners are busy on their first of second 
task. Secondly, we do not have equipment like lap-tops, over-head projectors, 
computers and other things. Learners only see pictures of computers from the 
textbooks and you can only tell them that this is a computer but they would not 
know how to operate it. To make things worse we do not even have electricity in our 
school. The only thing we have is textbooks. 
 
Me: Do these textbooks arrive on time? 
 
Participant: Yes, textbooks arrive on time but they are not enough. In fact, 
textbooks arrive during the last quarter of the year to be used in the following year. 
 
Me: What is the reason for the shortage? 
 
Participant: People responsible for ordering books were told to use the numbers of 
learners in a particular class on that year to order books for the following year. Now, 
in most cases you find that the numbers, in the following year, have increased so in 
such cases we experience shortages.  
 
Me: With these curricular changes does the DoE assist teachers in keeping up with 
the changes? 
 
Participant: The DoE provides textbooks that are relevant for implementing a new 
curriculum but in C2005 the textbooks had no content so a teacher had to use some 
of the books from the previous curriculum to get the content knowledge that would 
help learners to perform a task. Things improved in the RNCS and now with NCS: R-
12 things are much better. These curricula changes are confusing; for example, one 
curriculum emphasises importance of Learning Outcomes (LO) and another de-
emphasises LOs. 
 
Me: As teachers in the school, are you able to assist one another in case one 
teacher is facing challenges in CI? 
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Participant: Yes, when a teacher is having a problem other teachers in that phase, 
and even the management, offer assistance. 
 
Me: What are the teachers’ general feelings about these curricular changes? 
 
Participant: Teachers are crying. They say they are tired of these changes. They 
also complain about the huge amount of paper work that is brought by these 
curricula. The DoE promises to reduce paper work when they introduce a new 
curriculum but you will find that nothing has changed; the paper work is still huge. 
 
Me: How do teachers maintain the balance between teaching and doing the paper 
work? 
 
Participant: There is no way you can strike a balance. If you are busy with the 
paper work teaching is going to be affected and if you are teaching paper work will 
lack behind. It becomes better if you do not have or you are not living with your 
family because you can use your spare time after working hours to do the paper 
work but that means you do not have life outside your work. 
 
Interview No. 2 
 
Me: In your judgement, since the insertion of C2005, RNCS: R-9/NCS: 10-12, 
through to NCS: R-12, is there any connection between the CD process and CI in 
terms of comprehensive provisions made for CI in teacher training?  
 
Participant: Teachers are encountering enormous challenges when it comes to 
implementing these curricular. To start with, the workshops provided by the DoBE as 
a tool for curriculum dissemination are very short. Teachers are told so many things 
in a very short space of time and are expected to implement what they have been 
told for the whole year whilst a very short period of time have been used to show 
them what they need to do. Consequently, teachers utilise their own methods of CI 
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and as a result things are not happening the way they supposed to happen. Yes, we 
try but curricula changes are so rapid. These rapid changes make it very difficult for 
teachers to understand the way these curricula are to be implemented. This has led 
to teachers resisting these changes because when you think you know at least 
something about a particular curriculum the curriculum suddenly changes and you 
then have to start afresh. So, it is difficult but we try. What makes matters worse is 
that sometimes you can see that even the workshop facilitators do not understand 
what they are talking about but they are just reading what has been written for 
them. They cannot even explain some of the aspects on which teachers are having 
questions. 
 
Me: What can you tell me about the availability of material resources like libraries, 
laboratories, computers, over-head projectors, microscopes, textbooks and others? 
 
Participant: The only thing our government gave us, which we are not complaining 
about, is the textbooks. As for anything else besides the textbooks we have nothing. 
Without going as far as complaining about libraries and laboratories, things that are 
a farfetched dream in our rural schools; we do not have even the basic 
infrastructure to teach some learning areas which are in the curriculum itself. When 
it comes to the arts and culture learning area, for example, we do not have the 
classroom space to do the practical part of the learning area. As a result, the 
learners have to go and do traditional dance outside the classroom and that disturbs 
the whole school because other learners tend to watch those who are doing their 
practical outside and thereby rendering the classroom uncontrollable. We do not 
have the space, or should I say, the classrooms designed for teaching certain 
subjects as demanded by the curriculum. The classrooms that we have are 
overcrowded so much that it is difficult to move between the desks let alone the 
movement of learners while performing. Thus, the only thing we can do is to teach 
the theoretical part of these subjects and only tell the learners what they were 
supposed to be doing although they cannot do those things because of the lack of 
space. What exacerbates the present situation is unmanageable time frames; for 
example, you are told that a certain section of the learning area should be done in 
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so many hours and as teacher you realise that the way your classroom is 
overcrowded it is impossible to do this section within the stipulated time and you 
need more time as a result you end up theorising everything. When it comes to the 
technology learning area we do not have any resources other than the textbooks. 
We do not have computers, drawing boards, anything that you can show the 
learners and teach them how to operate it. They can only see the technology 
equipment from the pictures. 
 
Me: In your knowledge what role did teachers play in the design process of C2005, 
RNCS: R-9/ NCS: 10-12, and NCS: R-12? 
 
Participant: Absolutely nothing. Teachers were simply told to implement the new 
curricula. I do not remember even a single day teachers being involved in the CD 
process. They are just seen as people whose duty is to implement decisions that 
were taken somewhere. 
 
Me: Someone may argue that not every teacher can be involved in the CD process 
but at least teacher representatives in the form of teacher unions did participate in 
the CD process. Has it ever happened that teacher unions call their members to 
inform them of any participation in the CD process and may be even asked for 
teacher inputs in the designing of any curriculum? 
 
Participant: There has been not a single meeting where teachers were informed 
about any CD process let alone asking for their opinions. The only thing our unions 
tell us is that a decision has been taken and teachers are expected to follow what 
they are told. As teachers on the ground we simply do as our union representatives 
tell us. 
 
Me: To the best of your knowledge, is there any platform where teachers can voice 
their concerns, views, and suggestions on curriculum issues? 
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Participant: In my over twenty years of teaching I have never heard of the 
platform where teachers’ concerns on curriculum issues can be tabled. We just talk 
about our views when we while away time as colleagues otherwise voicing our 
concerns have never been official. There are people who just take decisions for us 
not even considering how those decisions are going to affect us. 
 
Me: Were parents, as one of stakeholders in education, involved in the CDD 
processes? 
Participant: It is even worse with parents. No one consults them at all. It is us as 
the school who call them in parents meetings and general meetings and provide a 
platform for them to ask some questions on curriculum issues. It is then that they 
get to know what is going on with curriculum issues, otherwise they have never 
participated in the CDD process. 
 
Me: With these curricula changes does the DoE assist teachers in keeping up with 
the changes? 
 
Participant: I have started to see a difference in the past two years. Otherwise 
there has been no valuable assistance I can report before the past two years. These 
days the Educational Development Officer (EDO) do come to our schools and help 
with auxiliary material and some of them even leave their contact details so that if a 
teacher experiences a problem they can phone to make an appointment for either 
the EDO to come to the school or the teacher concerned to go and meet the EDO in 
the offices so as to offer assistance on the problem. 
 
Me: You have alluded to the fact that the only resource material you have is the 
textbooks. Do these textbooks arrive on time and how is the quality of the 
textbooks? 
 
Participant: When it comes to NCS: R-12 I can say we are lucky because the 
textbooks arrive a year before. For example, the textbooks that we are using in 2015 
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arrived towards the end of 2014 and when talking about the content, yes they do 
have the content knowledge that learners should posses before performing a task. 
 
Me: If I hear you clearly you are saying things are better with NCS: R-12. How were 
things during the insertions of C2005 and RNCS? 
 
Participant: It was very difficult. Textbooks did not arrive on time and they did not 
have any content knowledge but the activities that learners needed to do. Even 
when you ask the EDO how to handle such a situation, they would simply tell you to 
improvise hence I was saying I have just come to notice recently that the EDOs are 
now working. There was not any assistance you could get from the EDOs before. 
During C2005 and RNCS you could notice that the EDOs do not even want to visit 
schools because they knew they had nothing to offer. If, for example, you are ina 
workshop and a question has been asked it was the teachers themselves who could 
try to provide answers to that question. The worse part of it was that if, for instance, 
five slightly different answers are put forward the EDO would say that all those five 
answers are correct and not a single one is wrong yet you could tell that these 
answers are not the same or they describe a certain phenomenon differently. 
 
Me: Are you saying that the EDOs are now demonstrating confidence and 
knowledge in what they are doing? 
 
Participant: Yes, but before they used to dodge their responsibilities and 
sometimes give them to other teachers. They would say that we are all colleagues 
who have specialised in our learning areas so let us work together to navigate 
through CI. 
 
Me: As teachers in the school, are you able to assist one another in case one 
teacher is facing challenges in CI? 
 
Participant: We do that very well. Sometimes it happens that the teachers of a 
particular phase have different views. In that case the issue in question would be 
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taken to the cluster level for resolution. If it cannot be resolved at the cluster level 
then the management comes in by, maybe calling someone from the District Office 
to come and assist. 
 
Me: You have alluded to parents being denied the opportunity to participate in the 
CD process. Are they able to assist the learners with information that the learners 
need to acquire from them? 
 
Participant: Yes, but from a few parents. The majority of parents in this area are 
not educated. It is only a small number of them who are educated so you will find 
that the whole class would visit that one parent who would help them for a while 
until he/she gets tired. Most of the time parents complain that they are not teachers 
so they should not be given the task to teach learners. 
 
Me: What are the teachers’ general feelings about these curricula changes? 
 
Participant: Teachers are tired of these changes. They say they are not coping. 
Teachers are also complaining about the extra burden brought by the paper work 
that accompanies these curricular. This burden is worsened by other responsibilities 
assigned to the teachers which have their own paper work; for example, teachers 
are expected to keep records of learners who are benefiting from the scholar 
transport programme; they should know how many days a week a certain learner 
has used the scholar transport so that the driver could claim for the actual number 
of learners he/she transported in a week and keep records of all meetings of various 
working committees. All these should be managed together with teaching by the 
same people. When district officials from different sections come to school they all 
want answers from the same person. As a result, those who are left with few years 
before retirement they just take early retirement. Others who have had enough but 
are still far from retirement simply resign. 
 
Me: How do teachers maintain the balance between teaching and doing the paper 
work? 
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Participant: We are not coping but one does what one can. Maybe if you have a 
free period you use it to do the paper work; for example, I am a member of the 
finance committee and I am supposed to keep all income and expenditure records. 
Sometimes I am not able to record certain transactions because I am in class then 
after I get out the class I will start recording all those transactions. I strongly believe 
that the work I am doing is supposed to be done by at least three people. 
Sometimes I have to work as a senior clerk to monitor operations and at the same 
time as a finance officer who keeps all records and still I have to teach. 
 
 
Interview No. 3 
 
Me: In your judgement, since the insertion of C2005, RNCS: R-9/NCS: 10-12, 
through to NCS: R-12, is there any connection between the CD process and CI in 
terms of comprehensive provisions made for CI in teacher training?  
 
Participant: Even though workshops were organised for teachers to equip them 
with understanding on how to implement C2005 and RNCS they were not enough.  
During C2005 we experienced a challenge of a lack of content prescribed for a 
particular learning area. Teachers and learners were expected to use their 
surroundings to gather information and that was a challenge because we were not 
used to that approach. What exacerbated the situation was that some of the 
surroundings that we were referred to were not available in our area. 
 
Me: How do you mean? 
 
Participant: For example, a certain activity would require learners to go to a golf 
course, or a tennis court, or a swimming pool and you will find that even though the 
choice has been made wide we do not have any of those things. 
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Me: What can you tell me about the availability of material resources like libraries, 
laboratories, computers, over-head projectors, microscopes, textbooks and others? 
 
Participant: We only had small resources like textbooks and science kit. Things like 
a library, a technology lab, or geography lab we did not have whereas specifications 
that you need to follow refer you to the library or a certain lab and all those things 
led to a lack of connection between CD and CI. 
 
Me: In your knowledge what role did teachers play in the design process of C2005, 
RNCS: R-9/ NCS: 10-12, and NCS: R-12? 
 
Participant: They were not involved. Their involvement started during the 
curriculum dissemination stage when they were called for training on how to 
implement the curricular. 
 
Me: In your knowledge, is there any platform where teachers can voice their 
concerns, views, and suggestions on curriculum issues? 
 
Participant: No, there is no such platform but I remember one time we were in a 
technology workshop after it had been clear that the implementation in C2005 was 
failing dismally and we were asked to give our views through a questionnaire. But, I 
do not remember the same thing happening in other learning areas. 
 
Me: In your knowledge were parents, as one of stakeholders in education, involved 
in the Curriculum Design and Development (CDD) processes? 
 
Participant: No, parents were never involved as much as teachers were never 
consulted let alone being informed that parents have a bigger role that they are 
going to play in the CI. 
 
Me: With these curricular changes does the DoE assist teachers in keeping up with 
the changes? 
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Participant: Through workshops and nothing else. By the way, the DoE has made 
bursaries available for continued professional teacher development through 
institutions of higher learning but that is not directly connected to CI challenges. 
 
Me: In your judgement, did the workshops help the teachers with the understanding 
on the aspects of the curricular? 
 
Participant: They did not help. What makes things better now is that the NCS: R-
12 curriculum has reverted to the same approach we were using in the colleges of 
teacher training. 
 
Me: What is the duration of these workshops? 
 
Participant: Two days maybe three and within this period we will be inducted in all 
aspects of the new curriculum and be expected to go and implement the curriculum. 
 
Me: Do these cluster workshop facilitators demonstrate any knowledge of what they 
are talking about? 
 
Participant: They do not. Sometimes you could see that the facilitators are lost and 
they end up saying that we should go and do what we can because they would say, 
“We were told to come and tell you and we are just doing that”. The problem is that 
as the information is cascading down it becomes distorted and by the time it gets to 
the teachers it already has many weaknesses. Thus, when you ask questions you 
will find that they do not have answers. At the end of the workshop you find that 
there are more questions than answers. Nevertheless, the understanding on 
curriculum aspects demonstrated by facilitators is better in the latest curriculum 
although small challenges still persist. One of the biggest challenges that we, as 
teachers, were subjected to by the DoE is that they would employ a subject advisor 
for the technology learning area, for example, only to find that this person was 
specialising in needle work or economics in the institution of higher learning where 
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he/she was teaching and had never specialised in technology even when he/she was 
training as a teacher. So you end up having a subject advisor who is not a specialist 
in the technology learning area combined with a teacher who is also not a specialist 
in the learning area having to produce a learner who is a specialist in the learning 
area. Such a scenario is just unacceptable.   
 
Me: What is your comment on the availability of the LTSM in these curricular? 
 
Participant: No, it was not available. The only thing we have been getting is 
textbooks but during the insertion of C2005 they came very late. The same thing 
happened in RNCS but now they arrive a year before. 
 
Me: As teachers in the school, are you able to assist one another in case one 
teacher is facing challenges in CI? 
 
Participant: Yes, teachers do assist one another; for example, in our school we 
have subject leaders and phase leaders and that makes things easier. The 
management also come on board if subject leaders and phase leaders experience 
some challenges. 
 
Me: Are the parents able to assist the learners with information that the learners 
need to acquire from them? 
 
Participant: The biggest challenge that we have in this area is that about 95% of 
parents are not educated. The 5% that is educated does not leave here. Another 
problem is that some of the information that learners have to acquire from home 
can only be accessed on the internet which even the school does not have access to. 
 
Me: What are the teachers’ general feelings about these curricular changes? 
 
Participant: Teachers are complaining. One of the things that teachers complain 
about is the paper work although it has been reduced a little bit by the employment 
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of clerks. Before we had a clerk in the school we were struggling very much in so 
much that teaching was suffering a lot because we did not have time to do both the 
paper work and teaching. 
 
Interview No. 4 
 
Me: In your judgement, since the insertion of C2005, RNCS: R-9/NCS: 10-12, 
through to NCS: R-12, is there any connection between the CD process and CI in 
terms of comprehensive provisions made for CI in teacher training?  
 
Participant: Teachers were trained to implement these curricula since the insertion 
of C2005 but what I can say is that the training did not help because it was done by 
people who were not well trained themselves. 
 
Me: What can you tell me about the availability of material resources like libraries, 
laboratories, computers, over-head projectors, microscopes, textbooks and others? 
 
Participant: There was not even a single resource altogether. As a teacher you had 
to go and look for resources everywhere even from other neighboring schools until 
you find something, maybe a textbook, on your own and then you had to make 
copies so that you can teach the learners, otherwise it was difficult. 
 
Me: In your knowledge what role did teachers play in the design process of C2005, 
RNCS: R-9/ NCS: 10-12, and NCS: R-12? 
 
Participant: I do not remember teachers being called to participate in the CD 
process. The only thing that happens in all these curricula introductions is that 
teachers are merely informed that the curriculum has changed. Here is a new 
curriculum go and implement it. 
 
Me: In your knowledge, is there any platform where teachers can voice their 
concerns, views and suggestions on curriculum issues? 
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Participant: No, there has never been a platform for that. Even the subject 
advisors were not available for affording teachers a chance to talk about challenges 
in their learning areas. 
Me: In your knowledge were parents, as one of the stakeholders in education, 
involved in the Curriculum Design and Development (CDD) processes? 
 
Participant: That never happened. Parents were never involved in any stage of the 
CD process. 
 
Me: With these curricula changes does the DoE assist teachers in keeping up with 
the changes? 
 
Participant: The only thing they did was these two days workshops in an attempt 
to cover the implementation on the whole curriculum but it is impossible to cover the 
whole CI successfully in two days. As a result, these workshops do not help teachers 
with CI instead the teachers are left with the burden of having to read through the 
workshop documents in order to workshop themselves. Unfortunately this exercise 
takes up most of teaching time because teachers need to acquaint themselves with 
the new terminology before going to meet the learners. 
 
Me: Do workshop facilitators demonstrate any knowledge of what they are talking 
about? 
 
Participant: They do not demonstrate any knowledge of curriculum aspects; as a 
result, you find that in most of these workshops there is a lot of noise made by 
teachers because when they discover that the facilitator has a shallow understanding 
on the curriculum aspects they start talking among themselves trying to reach a 
common understanding on some curriculum issues.  
 
Me: What is your comment on the availability of the LTSM in these curricular? 
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Participant: The LTSM is not available. It is even worse with learning areas like 
creative arts where, for example, a certain type of music is required for ballroom 
dance or a certain equipment is required in the technology learning area. What the 
DoBE has done is to add another burden to teachers because they say it is the 
school that needs to make a purchase on the material or equipment. What makes 
things difficult is that there are many forms that you must complete including asking 
for permission to use the school monies to purchase the material. Firstly, you need 
to go and collect three quotations then the principal has to complete a form known 
as VA2 to ask for authorisation to use the school money to make the purchase and 
send it to the district office. The district office takes two to three weeks to authorise 
the purchase and by the time authorisation is granted it is too late for the teacher to 
go back to the section that needed the equipment because according to the pace 
setter you are expected to have finished with that section. 
 
Me: As teachers in the school, are you able to assist one another in case one 
teacher is facing challenges in CI? 
 
Participant: It is not easy to do that here at school because of too much work. 
Each and every person is focusing on doing his/her work as best he could. It only 
happens when a particular teacher calls his/her colleague and asks for assistance 
otherwise a platform where teachers of a certain learning area or phase sit down to 
groom one another is never found. 
 
Me: What are the teachers’ general feelings about these curricular changes? 
 
Participant: Teachers are not happy to the extent that most of them are resigning. 
They are not resigning because they need money but they are tired of being thrown 
in all directions. They are tired of being told this today and told to do that tomorrow 
because this makes teaching no more enjoyable but a profession full of confusion 
and uncertainty.  
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Me: How do teachers maintain the balance between teaching and doing the paper 
work? 
 
 
Participant: Teachers are fed up of this huge amount of paper work, some of 
which is unnecessary. The district officials want to see more paper work and in the 
process they make us duplicate something which is already there as if we do not 
have more work on our hands. The NCS: R-12 curriculum has tried to reduce paper 
work for teachers, for example, the textbook which is used as a teacher’s guide has 
everything spelt out for the teachers. The teacher’s guide stipulates what the 
teacher needs to do as from the first week of the schooling term starting from day 
one-to-day five, week two from day one-to-day five and so on but the subject 
advisor would want me to copy that to my preparation book because he/she does 
not want to check from the teacher’s guide what is it that I am supposed to be 
teaching today and what was teaching yesterday. The same thing happens in the 
learner’s book. All activities that learners are supposed to do in a particular section 
are clearly stipulated and explained but the subject advisor would wants the teacher 
to write in the preparation book each and every activity that the learners are going 
to do. This is really an unnecessary duplication of paper work that teachers have to 
cope with. 
 
 
Interview No. 5 
 
Me: In your judgment, since the insertion of C2005, RNCS: R-9/NCS: 10-12, through 
to NCS: R-12, is there any connection between the CD process and CI in terms of 
comprehensive provisions made for CI in teacher training?  
 
Participant: I can say there is because before any new curriculum is introduced the 
DoE holds a series of workshops according to different learning areas in different 
venues in order to prepare the teachers for implementation on that curriculum. What 
I can say is that during the insertion of C2005 teachers experienced enormous 
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challenges because not only the new curriculum changed the teaching and learning 
strategy from a teacher-centred to a learner-centred but it also had a challenge of 
lack of resources pertinent for its implementation. Teaching was not easy because 
the approach that came with C2005 was not offered in the teacher training 
institutions so the majority of teachers were new to this approach. The second 
challenge was the quality of the workshops; as much as workshops were organised 
their quality was very poor, the facilitators lacked the knowledge depth on many 
aspects of the curriculum.As a result teachers were left confused and with more 
questions than answers at the end of the workshops. 
 
Me: Would it be fair to say that the workshops did not help teachers with the 
implementation of C2005? 
 
Participant: Yes, the workshops did not help. 
 
Me: What was the situation like with the two following curricula? 
 
Participant: Things were a little better with RNCS because, at least, teachers had 
found some ways of navigating the learner-centred approach and were showing a 
moderate understanding of the new terminology. With NCS: R-12 things are much 
better because even the textbooks that we are now do have the content knowledge 
that learners need to have before engaging in prescribed activities, something which 
was not there in the preceding curricular. 
 
Me: What can you tell me about the availability of material resources like libraries, 
laboratories, computers, over-head projectors, microscopes, textbooks and others? 
 
Participant: We had no resources. We only had textbooks and as I was saying, 
during C2005 these textbooks had no content. To be honest we were just fumbling 
because there was nothing that said these are the topics that we need to cover. The 
same confusion continued during RNCS where the textbooks would require the 
learners to use certain material which even you as the teacher had never saw and 
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not having a clue as to what it looks like let alone having it in the school. Things 
became better with the introduction of NCS: R-12 because it came with a pace 
setter. The pace setter guides you as far as what topics you need to cover and even 
the way assessment is done you can see that I have covered this work or I have not 
covered it. But, as for any other resources we had nothing then and we still have 
nothing now. 
 
Me: In your knowledge what role did teachers play in the design process of C2005, 
RNCS: R-9/ NCS: 10-12, and NCS: R-12? 
 
Participant: I do not remember teachers being called to participate in the CD 
process unless it happened in other provinces but here I have no knowledge of any 
teacher participating in the CD process. 
 
Me: In your knowledge, is there any platform where teachers can voice their 
concerns, views, and suggestions on curriculum issues? 
 
Participant: I am not sure but there is education desk in the union office which I  
think can serve as a platform for teachers to voice their complaints but I do not 
know whether that education desk handles complaints on curriculum issues. 
 
Me: In your knowledge were parents, as one of the stakeholders in education, 
involved in the Curriculum Design and Development (CDD) processes? 
 
Participant: No, parents in this area did not participate in the CD process. 
 
Me: With these curricula changes does the DoE assist teachers in keeping up with 
the changes? 
 
Participant: The DoE organised workshops to assist teachers with the information 
needed for CI. But, in my opinion these workshops did not help much because they 
were conducted over a short space of time and there were no assessment measures 
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to assess whether teachers have acquired the necessary information needed to 
implement the curriculum. Thus, teachers could attend a workshop and come back 
without gaining anything from it and the DoE does not know. What happens is the 
DoBE workshops teachers and expects them to go and implement whether 
understood or not. 
 
Me: Do workshop facilitators demonstrate any knowledge of what they are talking 
about? 
 
Participant: No, they do not demonstrate any knowledge and understanding of the 
curriculum. It seems as if the DoE just takes any person whom they see to be active 
even if his understanding is shallow. I have never seen facilitators who are confident 
about what they are doing; they just read what is written as it is. If a teacher asks a 
question the facilitators are not able to give an answer so teachers end up having to 
answer one another’s questions according to the way they understand the issue in 
question. The danger with that is that people sometimes understand the same thing 
in different ways. One other thing that makes these workshops useless is that they 
never involve learners so that the facilitators can demonstrate how things are done 
ina classroom setting. Sometimes you find that the things that the facilitators 
theorise about in the workshops are impossible to do when you get to the 
classroom.  
 
Me: What is your comment on the availability of the LTSM in these curricular? 
 
Participant: We do not have LTSM. We did not have it during C2005, RNCS and we 
still do not have it in this curriculum. 
 
Me: As teachers in the school, are you able to assist one another in case one 
teacher is facing challenges in CI? 
 
Participant: Yes, we do but our assistance towards other colleagues depends on 
how much understanding one has about the issue in question. One other problem 
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that we face in our schools is the lack of subject specialists. Sometimes you end up 
given a learning area that you do not specialise in and in that situation attending a 
workshop leaves you more confused than you were before attending a workshop. 
Then you end up confusing the learners because you are confused yourself. 
 
Me: Is the community able to assist the learners with information that the learners 
need to acquire from them? 
 
Participant: They are not able to assist the learners because they are not 
educated. Parents often say that they are not schooling and they must not be asked 
to do the teacher’s work because teachers get paid to do their job so they should do 
it. 
 
Me: What are the teachers’ general feelings about these curricular changes? 
 
Participant: Most teachers are packing their things and going home because they 
are sick and tired of being thrown in all directions. The DoE tells teachers to do this 
and when they do it the department complains about the same thing they told 
teachers to do; for example, in C2005 it was advocated that learners are not empty 
mugs that teachers need to pour in. They have knowledge that they possess and 
should be allowed to learn at their own pace and sometimes learners learn 
accidentally. When we did that the department came back complaining that learners 
cannot read, write and count forgetting that they are the ones who told us to let 
learners learn at their own pace. One other thing that teachers are tired of is the 
paper work that takes forever to complete. The departmental officials are more 
concerned about lesson plans and the presence of the preparation book at the 
expense of what does the learner know. If you have all these lesson plans and the 
preparation book then you are a good teacher. The reality is that if you are good in 
paper work then you are not doing your work in class and if you are good in class 
then you are not good in paper work. There is no way you can strike a balance 
between the two.  
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Interview No. 6 
 
Me: In your judgement, since the insertion of C2005, RNCS: R-9/NCS: 10-12, 
through to NCS: R-12, is there any connection between the CD process and CI in 
terms of comprehensive provisions made for CI in teacher training?  
 
Participant: Let me start by saying that there is no connection, in this context, 
when policies are drafted the people who are going to implement the policies are 
never involved. It becomes easy to tell teachers what they need to do in workshops 
but when it comes to its practicability in the classroom there is no link between 
theory and practice. 
 
Me: What can you tell me about the availability of material resources like libraries, 
laboratories, computers, over-head projectors, microscopes, textbooks and others? 
 
Participant: There is nothing. If you can ask a grade nine learner, What is a 
library? He can tell you that it is a place where books are kept. Other than that there 
is nothing they know about a library. They do not even have a picture of what a 
library looks like. Our government is destroying our education system by not 
providing resources. In my grade one class we do not have even the counters as a 
result we have to send the learners to collect small stones and beer caps from the 
village then come and use them when learning to count. When talking about 
libraries, laboratories, computers and other staff, in a place where you do not have 
even the counters, one might think that you are talking about schools in urban areas 
not here. 
 
Me: In your knowledge what role did teachers play in the design process of C2005, 
RNCS: R-9/ NCS: 10-12, and NCS: R-12? 
 
Participant: If teachers were involved in the design process the designers involved 
teachers from the urban areas of Pretoria or Johannesburg and only considered the 
school situation of those teachers. Teachers from the rural schools did not 
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participate in C2005 design process because when you look at the resources needed 
to implement C2005, things like TVs, magazines, newspaper articles, internet, 
swimming pools and the like, you can be sure that teachers in the rural schools were 
not involved; for example, a teacher who is teaching in the Mtakatye area, for 
instance, would only have time to go to town on a Saturday and that would be the 
only chance she has to lay her hands on magazines and newspapers. Is seems as if 
the curriculum designers considered and made provisions only for schools in the 
urban areas.  
 
Me: In your knowledge, is there any platform where teachers can voice their 
concerns, views and suggestions on curriculum issues? 
 
Participant: I have never heard of such a platform. 
 
Me: Were parents, as one of stakeholders in education, involved in the Curriculum 
Design and Development (CDD) processes? 
 
Participant: Not at all. They were never called to participate. 
 
Me: With these curricula changes, does the DoE assist teachers in keeping up with 
the changes? 
 
Participant: I do not see any assistance because even when they organise these 
helpless workshops there is no follow-up to see whether there is any progress in CI. 
Their workshops are superficial and theoretical in that they would talk about using 
overhead projectors which they do not bring to the workshop to show teachers how 
to operate an overhead projector. Some schools are made of mud structures with no 
electricity and you can see that Eskom cannot install electricity cables in these 
structures otherwise the walls can collapse. The DoE runs workshops for the sake of 
running them without caring to know what assistance are these workshops giving to 
the teachers hence there is no follow up. 
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Me: Do workshop facilitators demonstrate any knowledge of what they are talking 
about? 
 
Participant: The facilitators demonstrate no knowledge and understanding of the 
curriculum. It seems as if our government just employs subject advisors without 
checking the person’s qualification whether it is relevant for the post he/she is going 
to occupy. Sometimes you will have an arts and culture subject advisor who 
specialised in history and geography. Now when it comes to a workshop you find 
that the subject advisor is empty in terms of content knowledge in the subject. 
 
Me: What is your comment on the availability of the LTSM in these curricula? 
 
Participant: We do not have LTSM. As I said before, we go as far as risking 
learners’ lives by sending them to taverns and saloons to collect beer caps and use 
them as counters. We also experience problems when it comes to learning areas 
that need special infrastructure and equipment for teaching and learning to take 
place. For example, there are no sound-proofed classrooms here where the practical 
part of the creative arts learning area can take place without disturbing other 
classes. If, for instance, learners are practicing in preparation for an arts and culture 
competition other classes have to stop because other learners are going to leave 
their classes to go and watch what others are doing. Even if you force them to 
remain in class they will not pay any attention to what you are doing or teaching 
them. 
 
Me: As teachers in the school, are you able to assist one another in case one 
teacher is facing challenges in CI? 
 
Participant: Yes, teachers do help one another. They even go to an extent of going 
to teach in another teacher’s class to cover a topic that the teacher finds difficult to 
handle. A teacher teaching in the senior phase can go and help a teacher in the 
intermediate phase and vice versa. This also helps to strengthen relations among 
teachers at school and also assist in capacity building because teachers are able to 
351 
 
identify areas that need professional development among colleagues. When teachers 
are not able to find a solution to a problem the management also helps by seeking 
assistance from a neighbouring school or any other school in our cluster.  
 
Me: Is the community able to assist the learners with information that the learners 
need to acquire from them? 
 
Participant: There is only a small number of learners that are able to be assisted in 
the community because most parents in this area are illiterate. Most of the learners 
would come back with homework not being done. 
 
Me: What are the teachers’ general feelings about these curricula changes? 
 
Participant: The general feeling of teachers is clear and is shown in the number of 
teacher resignations. Teachers no longer feel like professionals due to their lack of 
involvement in planning and decision making on issues that affect them. Teachers 
are not comfortable with the way they are treated. What frustrates them the most is 
the fact that after struggling for a long time trying to come to grips with CI and 
when they feel that they have actually succeeded, the curriculum suddenly changes 
and they have to start afresh. These huge numbers of teacher resignations, 
especially in the Eastern Cape, are as the result of these curricular changes. There is 
also too much paper work that adds a burden on teachers. To be honest, what we 
strive for as teachers is to comply with the requirements on the paper work so that 
when the subject advisor comes to school he/she can see all that is required. But, 
for the subject advisor to get all the required paper work it means you have to 
sacrifice teaching time. What this all means is that these learners progress without 
covering all the work they are supposed to cover in that grade. We are people with 
families so we cannot sacrifice our family time for paper work. 
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Interview No. 7 
 
Me: In your judgement, since the insertion of C2005, RNCS: R-9/NCS: 10-12, 
through to NCS: R-12, is there any connection between the CD process and CI in  
terms of comprehensive provisions made for CI in teacher training?  
 
Participant: I can confirm that teachers have been trained for CI through 
workshops but what I can say is that the time allocated for the workshops was not 
enough. It was very short; as a result teachers came back from the workshops 
without clarity as to how the implementation must be done. They came back with 
many questions that have not been answered. 
 
Me: What can you tell me about the availability of material resources like libraries, 
laboratories, computers, over-head projectors, microscopes, textbooks and others? 
 
Participant: There were no resources especially on the side of libraries, 
laboratories and computers. It was really bad. The only thing I can applaud the 
government on is the provision of textbooks which during C2005 and RNCS were not 
user friendly. As far as other resources are concerned the situation was bad during 
C2005 and is still bad in NCS: R-12. 
 
Me: You have mentioned that the textbooks were not user friendly. What do you 
mean by that? 
 
Participant: The content knowledge found on those textbooks was difficult to be 
understood even by the teachers. The first thing you see when you open a textbook 
is an activity that learners must do without giving any knowledge needed to perform 
that activity. To make things worse some of the activities are difficult even to the 
teachers. You will remember that these curricula came to teachers who were never 
trained to handle them. Teachers who were trained to use different teaching 
methods in order to make learners understand, and teachers who were also trained 
in teacher-centred approaches. These curricula changed everything that teachers 
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knew about teaching. No use of teaching methods and a shift from a teacher-
centred to a learner-centred approach.  
 
Me: In your knowledge, what role did teachers in the design process of C2005, 
RNCS: R-9/ NCS: 10-12, and NCS: R-12? 
 
Participant: Teachers were not involved in the CD process. As teachers we were 
told that there was a new curriculum that was designed based on certain curriculum 
models adopted from other countries. 
 
Me: In your knowledge, is there any platform where teachers can voice their 
concerns, views and suggestions on curriculum issues? 
 
Participant: I have never heard of such a platform. 
 
Me: In your knowledge were parents, as one of stakeholders in education, involved 
in the Curriculum Design and Development (CDD) processes? 
 
Participant: No, parents were never involved. They were also shocked at the news 
of the new curriculum which they noticed through the huge amount of work they 
found themselves having to do in helping their children with the information needed 
at school. 
 
Me: With these curricula changes does the DoE assist teachers in keeping up with 
the changes? 
 
Participant: The only assistance offered to teachers by the DoE was in the form of 
workshops and nothing else. These workshops sometimes become a waste of time 
because we have subjects that do not have teachers who are specialists. Subjects 
like technology, creative arts and others. Teachers who attend workshops on these 
subjects come back with splitting headaches and more confused than they were 
before attending the workshop. 
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Me: Do workshop facilitators demonstrate any knowledge of what they are talking 
about? 
 
Participant: They do not demonstrate any knowledge. 
 
Me: As teachers in the school, are you able to assist one another in case one 
teacher is facing challenges in CI? 
 
Participant: Yes, subject teachers between the phases do help each other. 
 
Me: Is the community able to assist the learners with information that the learners 
need to acquire from them? 
 
Participant: Learners go to the community members to seek information but they 
come up with nothing. It is only in the learning area of arts and culture that they get 
some information from the community. Even there they only get information on 
things like ancient attire, ancient dances and ancient customs because parent in this 
neighbourhood are not educated. 
 
Me: What are the teachers’ general feelings about these curricula changes? 
 
Participant: Teachers are not happy. They wish for a curriculum that could stand 
the test of time. A curriculum that could stay for more than fifteen years without 
changing so that stability can be brought back to the education sector. Teachers also 
want the DoE to reduce the paper work. Besides lesson plans and preparation books 
that teachers need to have they are also members of school working committees. 
These committees have their own paper work which adds another burden to the 
same teachers. 
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Interview No. 8 
 
Me: In your judgement, since the insertion of C2005, RNCS: R-9/NCS: 10-12, 
through to NCS: R-12, is there any connection between the CD process and CI in 
terms of comprehensive provisions made for CI in teacher training?  
 
Participant: Before introducing any of the three curricula the DoE organises 
workshops to equip teachers on CI. 
 
Me: What can you tell me about the availability of material resources like libraries, 
laboratories, computers, over-head projectors, microscopes, textbooks and others? 
 
Participant: Since the insertion of C2005 there has been no provision of resources 
to institutions in the former homelands more especially in the rural areas. Libraries, 
laboratories and other stuff are only found in the former Model C schools in the 
urban areas. The only thing we are provided with is the textbooks. 
 
Me: In your knowledge what role did teachers play in the design process of C2005, 
RNCS: R-9/ NCS: 10-12, and NCS: R-12? 
 
Participant: Teachers never participated in the CD process. I think those officials 
occupying high offices just decided on their own to design a new curriculum without 
involving the teachers. 
 
Me: In your knowledge, is there any platform where teachers can voice their 
concerns, views and suggestions on curriculum issues? 
 
Participant: I have never heard of such a platform. 
 
Me: In your knowledge, were parents, as one of stakeholders in education, involved  
in the Curriculum Design and Development (CDD) processes? 
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Participant: No, parents never participated as well. As a result when we call them, 
at school level, they refuse to come because they say they have nothing to 
contribute in curriculum issues. Teachers are the ones who should handle curriculum 
challenges. 
 
Me: With these curricular changes does the DoE assist teachers in keeping up with 
the changes? 
 
Participant: There is nothing they do more than the workshops. Secondly, this 
school was built by the community without the help from the DoE. Maybe that is one 
of the reasons they do not provide us with any other thing. 
 
Me: Do workshop facilitators demonstrate any knowledge of what they are talking 
about? 
 
Participant: Focusing on the NCS: R-12 curriculum I can say there is great 
improvement. But, during the time of C2005 and RNCS you could feel that you 
wasted your time by attending a workshop because the facilitators knew nothing. 
Attending workshops during those times was good for getting the documents so that 
you can come back and try to make sense of the documents on your own. 
 
Me: As teachers in the school, are you able to assist one another in case one 
teacher is facing challenges in CI? 
 
Participant: Yes, we do help each other and we are allowed to seek help from the 
neighbouring schools in case we cannot find a solution on our own. Even the 
management helps by calling the subject advisors to come and give assistance to 
struggling teachers.  
 
Me: Is the community able to assist the learners with information that the learners 
need to acquire from them? 
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Participant: There is little assistance that the learners get from the community 
because this community is full of uneducated people. 
 
Me: What are the teachers’ general feelings about these curricula changes? 
 
Participant: Teachers are tired of these changes because they do not give them a 
chance to find their feet. They feel like they are put in a situation where they always 
have to try something new which proves not worthy of doing at the end of the day. 
 
Interview No. 9 
 
Me: In your judgement, since the insertion of C2005, RNCS: R-9/NCS: 10-12, 
through to NCS: R-12, is there any connection between the CD process and CI in 
terms of comprehensive provisions made for CI in teacher training?  
 
Participant: Workshops were organised for teachers when C2005 was introduced. 
They were called even in the RNCS and also in the NCS: R-12. What I am having a 
problem with is the instrument used by the DoBE to monitor the progress made in 
CI. These continuous assessment (CASS) moderations they conduct to monitor 
progress on CI do not represent the actual facts on CI. 
 
Me: How do you mean? 
 
Participant: The DoE just calls teachers in clusters to a certain venue and tells 
them to bring paper evidence, in the form of tasks, to check whether progress is 
made or not. It is very easy for teachers to cheat because what teachers do is to call 
maybe ten learners and help them complete the required tasks for that term, then 
mark the tasks and present them at the moderations as proof of work being done 
while the rest of the learners has not done the work. When the subject adviser sees 
the work he/she thinks that the teacher has done the work whereas in reality the 
learners have not been taught.  
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Me: What can you tell me about the availability of material resources like libraries, 
laboratories, computers, over-head projectors, microscopes, textbooks and others? 
 
Participant: We have absolutely no resources. We do everything in our power to 
make learners understand without anything to use or refer them to. The only thing 
we have is textbooks. That is why our learners will never perform as well as learners 
in well-resourced schools. It is worse when there are learners with physical 
disabilities, like we do in our school, even the infrastructure does not accommodate 
them. 
 
Me: In your knowledge, what role did teachers play in the design process of C2005, 
RNCS: R-9/ NCS: 10-12, and NCS: R-12? 
 
Participant: As far as I know teachers never participated in the CD process. They 
were only called to attend workshops on CI. Even when policies on inclusive 
education were drafted teachers were not involved. The DoE just called school 
principals and gave them policies on inclusive education and told them to go and 
implement the policies. 
 
Me: In your knowledge, is there any platform where teachers can voice their 
concerns, views, and suggestions on curriculum issues? 
 
Participant: I have never heard of such a platform. 
 
Me: In your knowledge, were parents, as one of stakeholders in education, involved 
in the Curriculum Design and Development (CDD) processes? 
 
Participant: Parents did not participate in the CD process. 
 
Me: With these curricula changes does the DoE assist teachers in keeping up with 
the changes? 
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Participant: The only thing I remember that was done by the DoE is the 
workshops. 
 
Me: Do workshop facilitators demonstrate any knowledge of what they are talking 
about? 
 
Participant: Facilitators did not demonstrate the knowledge of the curriculum but 
as teachers sometimes we used to think that maybe the facilitator has a less ability 
in presenting. What made us change our minds and realised that they lacked 
knowledge was their inability to answer questions posed by the teachers. As a result 
we ended up using our own discretion most of the times. Nevertheless, things got 
better with NCS: R-12. 
 
Me: What is your comment on the availability of the LTSM in these curricula? 
 
Participant: We do have textbooks and that is the only thing we have. We do not 
even have pictures and charts. Even if we make an order for them together with 
other stationary they do not arrive. 
 
Me: As teachers in the school, are you able to assist one another in case one 
teacher is facing challenges in CI? 
 
Participant: Yes, we do help each other; for example, the first teachers to attend 
C2005 workshops were foundation phase teachers. We came back from a workshop 
without understanding the terminology used in C2005. But, after senior phase 
teachers together with our principal came back from their workshop they helped us 
a lot to the extent that we understood everything.  
 
Me: Is the community able to assist the learners with information that the learners  
need to acquire from them? 
 
360 
 
Participant: There is no assistance that the learners get from the community 
because community members say they are not educated. If, for instance, you have 
forty learners in your class, only two learners would come back to school the 
following day with their homework done.  
 
Me: What are the teachers’ general feelings about these curricula changes? 
 
Participant: Teachers are crying about these rapid curricula changes. One lady 
teacher’s remark after the NCS: R-12 workshop said that in the near future it is clear 
that we will be called to a workshop for the CS curriculum. Firstly, it was C2005 
followed by RNCS and now is NCS; the next one will be CS followed by S. 
 
 
Interview No. 10 
 
Me: In your judgement, since the insertion of C2005, RNCS: R-9/NCS: 10-12, 
through to NCS: R-12, is there any connection between the CD process and CI in 
terms of comprehensive provisions made for CI in teacher training?  
 
Participant: Teachers attended workshops that were organised by the DoE which 
were geared towards curriculum dissemination. The DoE called a few teachers to a 
workshop for a period of three weeks. Those teachers would be expected to come 
back and workshop other teachers in clusters. What I did not like about the cluster 
workshops was the way they were conducted. They were very rushed; taking about 
two days; as a result teachers did not get assistance needed for CI from those 
workshops. The cluster workshop facilitators did not do justice to the teachers I 
mean, the fact that a person can take a three weeks’ workshop programme and 
reduce it to two days means that they did not value the importance of thorough 
curriculum dissemination.  
 
Me: What criteria were used to select the first group of teachers to attend the 
workshops? 
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Participant: Unfortunately the criteria were not based on the performance of the 
person in terms of producing good results, for instance, but on how popular the 
person is within the circuit. Our district is divided into circuits and what the DoE 
would do was to ask for a teacher from each circuit to attend the workshop then 
circuits would choose a teacher to represent that circuit in the workshop. So, the 
choice of a circuit representative would depend on the popularity of a person within 
the circuit. 
 
Me: What can you tell me about the availability of material resources like libraries, 
laboratories, computers, over-head projectors, microscopes, textbooks and others? 
 
Participant: Since the insertion of C2005 there have never been any resources in 
our schools except for the textbooks. It is only the newly-built institutions that have 
libraries, laboratories, and computers with full equipment but that equipment is just 
a white elephant. Our schools have teachers who do not know how to operate a 
computer. Thus, those computers in those schools are still in their boxes in which 
they arrived. As for those schools that were built long ago, there is nothing.  
 
Me: In your knowledge what role did teachers play in the design process of C2005, 
RNCS: R-9/ NCS: 10-12, and NCS: R-12? 
 
Participant: No, teachers were not involved in the CD process. If they were 
involved that would mean that the national DoE did what they always do. What they 
always do is to take a small sample of teachers form the Gauteng province and use 
them in a pilot study. So, if they involved teachers, that is what they did and they 
made a huge mistake of considering the circumstance prevailing in those areas 
where they made their sample leaving all other areas in vain.  
 
Me: In your knowledge, is there any platform where teachers can voice their 
concerns, views and suggestions on curriculum issues? 
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Participant: What I can say is that we do voice out our complaints and concerns on 
curriculum issues to the subject advisors and circuit managers but what I do not 
know is whether they pass our concerns to the relevant people in higher offices. 
 
Me: In your knowledge were parents, as one of stakeholders in education, involved 
in the Curriculum Design and Development (CDD) processes? 
 
Participant: Parents were never involved in the CD process especially from this 
area. As I have said, in the case of teachers, if parents were involved they 
considered those parents in the regions with better socio-economic status where 
parents are educated and current on educational issues. They might have sampled 
there. 
 
Me: With these curricular changes does the DoE assist teachers in keeping up with 
the changes? 
 
Participant: As I have mentioned before, the only thing we have is textbooks. With 
these textbooks they have included workbooks in the learning areas of English and 
Mathematics. At least these workbooks, when utilised effectively, they make a huge 
difference; for example, most of the questions the Annual National Assessment 
(ANA) programme asks are taken from these workbooks. Unfortunately, some 
schools do not make effective use of these workbooks and, secondly, there are no 
workbooks in the senior phase; as a result the learners’ performance drop when they 
get to the senior phase. As far as teacher assistance is concerned the DoE only 
organises workshops. 
 
Me: Do workshop facilitators demonstrate any knowledge of what they are talking 
about? 
 
Participant: Some do and some do not. The fact that these workshops are 
conducted by people who have been selected due to their popularity suggests that 
there will be disparities in their ability to present. To be popular does not necessarily 
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make one a good teacher. Consequently, some facilitators were good and others 
were very poor.  
 
Me: As teachers in the school, are you able to assist one another in case one 
teacher is facing challenges in CI? 
 
Participant: Yes, this is what we always encourage. Being faced with the problem 
of not having subject specialists in our schools we always emphasise that when 
there is a workshop for a certain learning area those who are specialists in that 
learning area should make it a point that they assist those who are not specialists in 
that learning area but offering it due to the lack of specialists.  
 
Me: Is the community able to assist the learners with information that the learners 
need to acquire from them? 
 
Participant: Those who can, they do but our biggest challenge in our area is that 
most people are not educated. 
 
Me: What are the teachers’ general feelings about these curricular changes? 
 
Participant: It is not easy to say. People do not always go to one direction like 
water. There are those who embrace these curricula changes because they can see 
the benefits of these curricula revisions; for example, the more these curricula are 
revised the easier to implement they become. Others are just not tolerant of these 
revisions whatsoever. Some even go to the extent of resigning from their positions. 
 
Interview No. 11 
 
Me: In your judgement, since the insertion of C2005, RNCS: R-9/NCS: 10-12, 
through to NCS: R-12, is there any connection between the CD process and CI in 
terms of comprehensive provisions made for CI in teacher training?  
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Participant: Workshops were held to disseminate information to the teachers as to 
how are they expected to implement each new curriculum. What we complain about 
as teachers is the duration of the workshops. They did not last even a week; it was 
two to three days maximum. Thus, teachers lost confidence in their work because 
they were not sure of what they were doing, more especially in C2005 and RNCS.  
 
Me: What can you tell me about the availability of material resources like libraries, 
laboratories, computers, over-head projectors, microscopes, textbooks and others? 
 
Participant: On the side of resources there was nothing except textbooks and 
policy documents that a teacher has to follow to the core. The subject advisors used 
to take these documents as our Bibles because they have all the information about a 
learning area that the teacher needs to have.  
 
Me: In your knowledge what role did teachers play in the design process of C2005, 
RNCS: R-9/ NCS: 10-12, and NCS: R-12? 
 
Participant: Teachers were never involved in the CD process. 
 
Me: In your knowledge, is there any platform where teachers can voice their 
concerns, views, and suggestions on curriculum issues? 
 
Participant: I have never heard of such a platform. In fact no one expects us to 
complain but we are forced to comply. 
 
Me: In your knowledge, were parents, as one of stakeholders in education, involved 
in the Curriculum Design and Development (CDD) processes? 
 
Participant: No. They were not involved. 
 
Me: With these curricula changes does the DoE assist teachers in keeping up with 
the changes? 
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Participant: The workshops are the only thing the DoE provided. 
 
Me: Do workshop facilitators demonstrate any knowledge of what they are talking 
about? 
 
Participant: The facilitators were not clear on the practicability of the two curricula. 
They were just telling us what they were told to come and tell us. If, for instance, 
you ask a question on something they were not yet told they would not answer. 
Some subject advisors would even be open and honest with us by declaring that 
they do not have the answers to our questions because the information they are 
bringing to us is not from them. 
 
Me: As teachers in the school, are you able to assist one another in case one 
teacher is facing challenges in CI? 
 
Participant: As I have said before, what they emphasise on in the workshops that 
we attend is the adherence on the curriculum policy documents. The only thing we 
can do as teachers is to help each other to understand the document not to say I 
can give an advice the way I see things or, should I say, an advice based on my 
opinion and experience.  
 
Me: Is the community able to assist the learners with information that the learners 
need to acquire from them? 
 
Participant: Only those community members who are educated do assist the 
learners. Most people in this area are not educated. 
 
Me: What are the teachers’ general feelings about these curricula changes? 
 
Participant: Generally, teachers are not happy. They have not been happy since 
the first curriculum change. As much as they can see improvement with these 
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curricula changes what annoys them most is that they do not know who initiates the 
changes. 
 
Interview No. 12 
 
Me: In your judgement, since the insertion of C2005, RNCS: R-9/NCS: 10-12, 
through to NCS: R-12, is there any connection between the CD process and CI in 
terms of comprehensive provisions made for CI in teacher training?  
 
Participant: Teachers were given workshops on how to implement each curriculum 
but what I can say is that the workshops were not enough to ensure that there will 
be a thorough CI. In my opinion, there was a need for a thorough training on CI in 
each curriculum but unfortunately it never happened. My other complaint was the 
duration of the workshops. They usually took one to two days. If it happened to take 
three days it would last for about five hours a day. 
 
Me: What can you tell me about the availability of material resources like libraries, 
laboratories, computers, over-head projectors, microscopes, textbooks and others? 
 
Participant: There were no resources. The unfortunate part is that things have not 
changed. We did not have resources then and we still do not have them now. Even 
the classrooms that we have are not conducive for the implementation of these 
curricular.  
 
Me: In your knowledge, what role did teachers play in the design process of C2005, 
RNCS: R-9/ NCS: 10-12, and NCS: R-12? 
 
Participant: Teachers never participated in the CD process. Even the teacher union 
representatives were complaining about how beaurocratic the CD process was. 
Teachers as curriculum implementers were not incorporated in the planning of any 
curriculum. The curriculum planning approach was a top-down approach in which we 
as teachers were not represented.  
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Me: In your knowledge, is there any platform where teachers can voice their 
concerns, views and suggestions on curriculum issues? 
 
Participant: There is a huge gap between the district officials and the teachers in 
the educational institutions. Raising concerns about curriculum issues to the SMT is 
just a waste of time because they are affected by these issues like other teachers 
are. The unavailability of the district officials in our institutions makes the gap 
between the district office and educational institutions wider. There is nobody who is 
prepared to lend an ear to teacher concerns on curriculum issues. In all, there is no 
platform where teachers can voice their concerns on curriculum issues. 
 
Me: In your knowledge, were parents, as one of stakeholders in education, involved 
in the Curriculum Design and Development (CDD) processes? 
 
Participant: No. They were not involved. 
 
Me: With these curricula changes does the DoE assist teachers in keeping up with 
the changes? 
 
Participant: Besides the workshops, there is nothing that the DoE has done 
because even when the subject advisors visit our schools they are just coming to 
toss us up and about, giving us more paper work and threatening us about their 
return without developing us on curriculum implementation.  
 
Me: Do workshop facilitators demonstrate any knowledge of what they are talking 
about? 
 
Participant: To be honest they were parroting. Just repeating what they heard and 
reading pamphlets without showing any understanding of the issues they were 
talking about. What they did was to confuse us most of the time and sometimes 
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teachers would leave the workshop before it was over due to a lot of confusion 
perpetuated by the facilitators. 
 
Me: As teachers in the school, are you able to assist one another in case one 
teacher is facing challenges in CI? 
 
Participant: Yes, we do assist one another depending on one’s understanding on 
the issue at hand. 
 
Me: Is the community able to assist the learners with information that the learners 
need to acquire from them? 
 
Participant:It seems as if these curricula planners did not consider the socio-
economic differences in the country. The reason I say this is that in some areas the 
parents do not even know what their children are asking them for. Thus, most 
learners do not do their homework. If they have, it is done wrongly; most of the 
time the teacher has to correct it.  
 
Me: What are the teachers’ general feelings about these curricula changes? 
 
Participant: The morale is down. These curricula changes have made teachers to 
lose the interest they had in the profession. As a result, in most teachers the 
teaching profession has lost its nobleness it once had. That is why most teachers are 
now leaving this profession. Some teachers are changing their profession and others 
are just resigning.  
 
Interview No. 13 
 
Me: In your judgement, since the insertion of C2005, RNCS: R-9/NCS: 10-12, 
through to NCS: R-12, is there any connection between the CD process and CI in 
terms of comprehensive provisions made for CI in teacher training?  
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Participant: There were some workshops that were organised which, as far as I 
am concerned, were disvaluing the significance of thorough teacher training for CI. 
 
Me: How do you mean? 
 
Participant: The DoE would take subject advisors for training for a period of about 
three weeks to a month. The subject advisors would, in turn, select a few teachers 
and train them for one week. Those few teachers, whom we do not even know what 
criteria were used to select them, would then train thousands of teachers in one to 
two days. I still do not know how a training that first took three weeks can be 
reduced to a maximum of two days. 
 
Me: What can you tell me about the availability of material resources like libraries, 
laboratories, computers, over-head projectors, microscopes, textbooks and others? 
 
Participant: There have not been any resources. It was worse during the 
introduction of the first curriculum because even the textbooks, which are the only 
resource that we have, did not arrive on time. Things got better when Non 
Governmental Organisations (NGO) and other companies like Eskom, Vodacom and 
others intervened. They donated equipment to rural schools, things like computers, 
science kit, sporting equipment and others. One programme that comes to mind is 
the DENALEDI programme which targeted the top sixty South African best achieving 
schools in Mathematics and Physical science in the FET Band. This programme 
provided schools with Science kits, study guides, special TV programmes for Maths 
and Science and CDs. The other subject that later benefited from such programmes 
by getting equipment was computer applications. Otherwise other subjects never 
had any resources.  
 
Me: In your knowledge, what role did teachers play in the design process of C2005, 
RNCS: R-9/ NCS: 10-12, and NCS: R-12? 
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Participant: Teachers did not participate in CD. Even the teacher union 
representatives would say “This is what we were told is going to happen”. Otherwise 
the approach was a top-down approach. Nobody had time to listen to the teachers’ 
voice. What our union reported to us is that they were told that a thorough research 
has been conducted on these curricula and this is what South Africa needs at the 
moment so anyone who has any misgivings about changing the curriculum does not 
want to see South Africa moving forward.   
 
Me: In your knowledge, is there any platform where teachers can voice their 
concerns, views and suggestions on curriculum issues? 
 
Participant: As far as I know, there is no such platform. At some stage, I 
remember, we were in a CASS moderation and all the teachers in my subject did not 
have a certain task because it could not be done due to unavailability of resources 
needed to complete the task.Our subject advisor told us that that task is a 
requirement so there is no way she is going to accept the explanation that the task 
cannot be done. That alone tells the situation we are working under; our voice is 
just nothing. 
 
Me: In your knowledge, were parents, as one of stakeholders in education, involved 
in the Curriculum Design and Development (CDD) processes? 
 
Participant: No. They were not involved. The fact that within a very short space of 
time we have changed the curriculum three times tells you that there is no 
consultation being done on any of the curricular introduction. If people were 
involved the CD process it would be easy to detect flaws before the implementation 
starts.  
 
Me: With these curricula changes does the DoE assist teachers in keeping up with 
the changes? 
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Participant: Well, I am not sure whether the DoE has anything to do with the 
DENALEDI programme I have mentioned before. But that programme, even though 
it only targets Maths and Science, plays a vital role in assisting teachers in those 
subjects. For example, teachers are taken to workshops during the holiday season to 
be equipped with all the knowledge that can help them improve learner performance 
in those subjects. I am not talking about one day workshops but one to two-week 
workshops which are rotating in all the nine provinces of South Africa. So, teachers 
have an opportunity to interact with their colleagues from other provinces and share 
their experiences. The only problem with this programme is that besides targeting 
Maths and Physics it is only focusing on sixty schools in the whole country.  
 
Me: Do workshop facilitators demonstrate any knowledge of what they are talking 
about? 
 
Participant: No, the facilitators do not demonstrate any knowledge on curriculum 
aspects. They just read what has been given to them by those who were training 
them. If you ask a question they simply refer you to the workshop material that they 
give the teachers before the workshop starts. 
 
Me: As teachers in the school, are you able to assist one another in case one 
teacher is facing challenges in CI? 
 
Participant: Yes, we do assist one another depending on one’s understanding on 
the issue at hand. 
 
Me: Is the community able to assist the learners with information that the learners 
need to acquire from them? 
 
Participant: Only those learners who are fortunate to have educated parents or 
those who have an educated somebody next door. The majority of learners do not 
get any assistance at all from the community. Thus, if you can observe the way we 
teach in this school you will notice that there is no one using the learner-centred 
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approach here because you cannot get anywhere in terms of covering the work you 
are supposed to cover. We reverted to the teacher-centred approach a long time 
ago because at the end of the year our performance will be judged on how our 
grade twelve learners have performed not on how well they can obtain the 
necessary information needed to improve learner performance on their own. 
 
Me: What are the teachers’ general feelings about these curricular changes? 
 
Participant: Teachers are so frustrated. This teacher exodus is as the result of 
these curricular changes. The major problem is that teachers find themselves having 
to try something new all the time and these changes seem endless. There is 
absolutely no stability in the teaching profession and what makes teachers very 
angry is that at the end of the day they are the ones who are blamed for poor 
learner performance. 
 
Interview No. 14 
 
Me: In your judgement, since the insertion of C2005, RNCS: R-9/NCS: 10-12, 
through to NCS: R-12, is there any connection between the CD process and CI in 
terms of comprehensive provisions made for CI in teacher training?  
 
Participant: No, the way I see it, teachers are called to be informed that the 
curriculum is changing not to be trained on CI. The reason why I say this is that you 
cannot train people on a new curriculum in two days and expect a smooth CI. These 
workshops that the DoE organise only last for two days maximum and they leave 
teachers confused instead of leaving them ready for CI. Teachers are complaining 
about this but nothing is being done about it.  
 
Me: What can you tell me about the availability of material resources like libraries, 
laboratories, computers, over-head projectors, microscopes, textbooks and others? 
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Participant: There were no resources available. The only things that we have are 
textbooks and study guides. In my subject, for example, we just received globes 
recently but we did have them for a long time.  
 
Me: In your knowledge, what role did teachers play in the design process of C2005, 
RNCS: R-9/ NCS: 10-12, and NCS: R-12? 
 
Participant: As far as I know teachers are not given any role to play in the CD 
process. In a general meeting that was convened by our union we were told that the 
union representatives were only called to be informed of the changes that have been 
made to the curriculum but they did not participate in designing it.  
 
Me: In your knowledge, is there any platform where teachers can voice their 
concerns, views and suggestions on curriculum issues? 
 
Participant: There is no such platform. Teachers complain about the challenges 
they face in CI when they meet in CASS moderations only to be told that there is 
nothing that can be done. The DoE is expecting everybody to implement the 
curriculum uniformly and we are always promised resources but they are not made 
available. 
 
Me: In your knowledge, were parents, as one of stakeholders in education, involved 
in the Curriculum Design and Development (CDD) processes? 
 
Participant: I do not think it ever happened in the Eastern Cape. Maybe it 
happened in other provinces but not the Eastern Cape. 
 
Me: With these curricula changes does the DoE assist teachers in keeping up with 
the changes? 
 
Participant: Apart from the workshops there is nothing else that they do. 
Sometimes they provide documents which they say are more simplified but when 
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you try to familiarise yourself with the documents you find them difficult to 
implement in a classroom situation. Most of the time you find that reading these 
documents is just a waste of time. 
 
Me: Do workshop facilitators demonstrate any knowledge of what they are talking 
about? 
 
Participant: In the latest curriculum they are much better but during the 
introduction of the first two curricular they showed no knowledge of curriculum 
aspects. They were just reading to us what needs to be done; as to how it should be 
done, they were found wanting.  
 
Me: As teachers in the school, are you able to assist one another in case one 
teacher is facing challenges in CI? 
 
Participant: Yes, we do help each other.  
 
Me: Is the community able to assist the learners with information that the learners 
need to acquire from them? 
 
Participant: Unfortunately the community is not able to assist the learners because 
people in this area are not educated. Those who are educated are not staying here 
and even their children are not schooling here. What I can say is that this learner-
centred approach is not working in the rural setting. Thus, we reverted to the 
teacher-centred approach a long time ago. We have to take upon ourselves to be 
imparters of knowledge to the learners otherwise teaching and learning could 
become stagnant.   
 
Me: What are the teachers’ general feelings about these curricula changes? 
 
Participant: Teachers are not happy with these curricular changes. They say these 
changes confuse both them and the learners. They see their learners being used as 
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guinea pigs and they are concerned about the competitiveness of their learners in 
the global world because of the conspicuous flaws in the education system and the 
obvious low quality of education.  
 
Interview No. 15 
 
Me: In your judgement, since the insertion of C2005, RNCS: R-9/NCS: 10-12, 
through to NCS: R-12, is there any connection between the CD process and CI in 
terms of comprehensive provisions made for CI in teacher training?  
 
Participant: The DoE conducted workshops for teachers to introduce them to each 
new curriculum. The only thing I can say though is that those workshops did not 
serve their purpose because teachers are still struggling even now when it comes to 
CI. Yes, things are better now with this latest curriculum but during the insertion of 
C2005 it was very difficult to comprehend the new OBE approach. 
 
Me: What can you tell me about the availability of material resources like libraries, 
laboratories, computers, over-head projectors, microscopes, textbooks and others? 
 
Participant: There have never been any resources needed to implement each new 
curriculum except for textbooks. During the times of C2005 even the textbooks were 
very difficult to find.  A teacher had to look around for textbooks in other schools 
that were fortunate enough to have some. After getting the textbook the teacher 
would still have to find supplementary material because the textbooks had no 
content.  
 
Me: In your knowledge, what role did teachers play in the design process of C2005, 
RNCS: R-9/ NCS: 10-12, and NCS: R-12? 
 
Participant: I am not aware of any teacher participation in the CD processes. If 
there was any participation on the side of teachers it would be teachers from other 
provinces, not here. 
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Me: In your knowledge, is there any platform where teachers can voice their 
concerns, views and suggestions on curriculum issues? 
 
Participant: There is no such platform. We only talk about our challenges in CI 
among ourselves as teachers and it ends there.  
 
Me: In your knowledge were parents, as one of stakeholders in education, involved 
in the Curriculum Design and Development (CDD) processes? 
 
Participant: No, parents were not involved. The way they complain about having to 
do the teachers’ work is proof enough that they were not made aware of the 
responsibility they have to take in these curricula. 
 
Me: With these curricula changes does the DoE assist teachers in keeping up with 
the changes? 
 
Participant: Besides the workshops there is nothing that the DoE has done.  
 
Me: Do workshop facilitators demonstrate any knowledge of what they are talking 
about? 
 
Participant: What I can say is that these workshops were just a waste of time and 
money. The workshop facilitators do not show any knowledge about curriculum 
issues. It was worse during the times of C2005 and RNCS.It is only now that things 
are a bit better since this curriculum has reverted to the way teachers were trained 
in the teacher training institutions. 
 
Me: As teachers in the school, are you able to assist one another in case one 
teacher is facing challenges in CI? 
 
Participant: Yes, we do assist one another depending on one’s understanding on 
the issues being discussed. 
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Me: Is the community able to assist the learners with information that the learners 
need to acquire from them? 
 
Participant: Parents of this area are not educated. They are not in a position to 
assist the learners even if they want to.  
 
Me: What are the teachers’ general feelings about these curricula changes? 
 
Participant: Teachers are tired of these curricula changes to the extent that they 
are resigning in numbers. What frustrates them most is having to try something new 
all the time. They always complain of the lack of consistency which affects their 
confidence in their work. 
 
 
 
